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ABSTRACT 

The focus of this study is the impact of a children's literature course on the reading 

practices of undergraduate preservice teachers. During 1996,1 taught Children's 

Literature in the Classroom, LRC 480, at the University of Arizona. During this class, I 

undertook a study of the preservice teachers in my course using the research methods of a 

qualitative study. My purpose was to elicit the preservice teachers' perceptions of 

themselves as readers in the beginning and at the end of the course and to determine which 

elements of the course were most influential. 

The major themes that emerged from the data were concerned with the reading 

practices of the preservice teachers and the significant aspects of the course. All the 

students experienced some changes in regard to their reading practices. The major change 

the students noted was an increase in their enthusiasm for reading and a renewed 

enjoyment of reading. A majority of the students were choosing to read daily in the 

beginning of the semester in contrast with other research (Timbs, 1993; DeKoff, 1992) that 

found less frequent reading. 

The four most influential elements in the course were: (1) the influence of the 

instructor; (2) small group work; (3) class projects that provided active learning 

experiences emphasizing the affective elements of reading literature and (4) self evaluation 

that promoted students' choice and control over their own learning. The study found that 

the major change the students noted (their enthusiasm and renewed enjoyment of reading) 

was influenced by these elements of the course. 



The implications of these findings are that instructors who wish to encourage 

preservice students to have positive experiences with reading should include these 

elements in preservice courses: an instructor with a passion for literature; class projects 

that feature experiential learning tasks promoting the affective elements of reading 

literature; an emphasis on self-evaluation and opportunities for small group collaborations. 

Preservice teachers in such courses will have opportunities to build or renew their 

enjoyment of reading. 
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CHAPTER 1 PRESERVICE TEACHERS' READING PRACTICES: 
BACKGROUND OF THE STUDY 

We readers can be ... what the writer himself would want us to be: a public that 
reads a lot-that reads widely, joyfully, and naturally; a public . . . that reads with 
the calm and ease and independence that comes from liking things in themselves, 
for themselves. (Jarrrell in Gilbar, 1990, p. 127.) 

The focus of my dissertation study was the reading practices of preservice teachers 

and how those practices were or were not influenced by their experiences in a children's 

literature course. The four undergraduate courses I taught for preservice teachers and my 

research in courses at the University have focused on this topic. In teaching these courses, 

I emphasized the benefits of reading for pleasure and information and becoming a 

personally engaged reader. If these future teachers are to influence their own students to 

become readers they must be readers themselves. Irving (1980) wrote, "The role of 

teachers in stimulating voluntary reading among children and young people is . . 

potentially the most powerful of all adult influences upon the young" (p. 7). My research 

has been concerned with how, where and if preservice teachers can become such models. 

This study is a culmination and a beginning. It represents a culmination of my past 

experiences and a beginning of a long-term study of preservice teachers and their eventual 

classrooms. My determination to undertake this study grew out of my past experiences 

with classroom teachers, student teachers and preservice teachers. As I worked with these 

individuals I made observations that evolved into the questions that are the focus of this 

study. I am interested in how preservice teachers' views about reading evolve over a 



semester-long children's literature course as well as what elements of the course are 

significant to the participants. 

My History as a Reader 

The following section will highlight the experiences that contributed to my focus 

on these questions. These experiences combine to create my beliefs about the value of 

being a personally engaged reader. In addition, they provide insights into how those 

beliefs were established. Three influences created my love of reading that grew into a 

career. First, was my mother who provided early experiences. Second, was a professor of 
I 

children's literature who inspired my professional growth. Third, was a group of 

professionals who for fifteen years provided a forum for learning about children's 

literature. 

I was blessed with a mother who loved to read herself and read to me fi"om an 

early age. One of the favorite family stories of my early childhood tells of my love for the 

Curious George series (Ray, 1941). At eighteen months, I toddled up the children's 

librarian at the main branch of the Los Angeles Public Library and requested the new 

"George" book. My memories of loving to read are wrapped around the beauty of that 

library. The children's room was infused with light. Murals showing scenes fi-om fairy 

tales surrounded the children's room. Everyone there treated me kindly and encouraged 

my love of reading. 

That library and later the one in Alhambra, California were part of my family's 

weekly routine. Once a week we would visit the library to borrow a stack of books. We 

didn't own a television until I was twelve. The librarians were special friends who saved 



new books for me. Story hours in both libraries were a special event that I anticipated 

with joy. 

Growing up I read everything-the fat Los Angeles Times on Sunday mornings, an 

abundance of magazines that came to our house, and piles of books. My mother 

encouraged this reading in many ways. One tradition she started was yearly trips to a 

downtown Los Angeles department store's book section. There Leo Politi would use his 

artistic skills to autograph his newest book with watercolors. The year Politi (1949) won 

the Caldecott Medal for his Song of the Swallows I proudly set up a display of all my 

autographed books at the library. 

In college my major was English and my professors were exceptional. Many of 

them were scholars at the Huntington Library. They shared their passion and expertise 

about literature. Best of all were the courses in children's literature. My professor was 

the amazing Dorothy McKenzie. Her encouragement enabled me to eventually build a 

career around my love of children's books. After graduation, the highlight of my summers 

were the UCLA seminars she hosted in her homes. 

About the same time, I was serving as a Reading Coordinator in Los Angeles 

Unified School District, I joined "The Readers," a group of teachers and librarians that 

met monthly to discuss the review copies of books received by the District library. That 

group proved to be another major influence. The opportunity to see the range of books 

published for children each year, and to read and then share responses built my expertise 

about children's literature. After the group was discontinued by the district, they 

continued to meet in my home to share the review copies I was receiving. 



All these experiences grew into a career in which I shared my love of reading with 

parents and teachers through workshops in California and other states. One day I was 

bringing large crates of books into a school for an after-school workshop. Several boys 

were lingering in the halls. "Are you selling books?" They asked. "No," I answered. "I 

am sharing them with the teachers." "Do you get paid for that?" asked one. "Yes." I 

replied. "Wow! She gets paid for giving book reports!" he said in an amazed voice. As I 

thought about it, it did seem pretty amazing and wonderful. 

Background in Staff Development 

For the last fifteen years I have toted books into my presentations of professional 

development workshops for teachers. All these presentations have been focused on 

sharing children's literature in the classroom. As I facilitated these workshops and 

observed in the teachers' classrooms, I became intrigued with how a teacher's own love of 

reading influences her sharing of literature with her students. 

In 1983,1 heard Bruce Joyce speak at the Claremont Reading Conference. His 

topic was "A Cultural Perspective on the Teaching of Reading" (1983). His passion about 

reading and his ideas influenced my developing attitudes about what I was observing in my 

workshops and in classrooms. He presented what he characterized as " a series of 

if-I-could-run-the-world propositions." The first proposition was, "All teachers should be 

omnivorous readers." He described an omnivorous reader as one who "radiates devotion 

to reading and continuously shares with colleagues and students perspectives and tidbits 

from the content of what is read" (p. 49). 



As I continued to observe and work witli teachers, I began to identify those who 

were "omnivorous readers." I discovered that those teachers positively influenced their 

students' interest in literature. Their classrooms were filled with books and teachers and 

children displayed an enthusiasm for reading. The teachers planned regular experiences 

with literature that included reading aloud, silent reading, literature groups, and author 

studies as well as other activities. My observations were consistent with the findings in 

studies done by Morrow (1983), Hall (1971), and Morrow and Weinstein (1982). Morrow 

(1983) found that "eighty-one percent of the high-interest [in literature] children came 

fi-om classrooms where literature programs were rated as good or excellent, and teachers 

stressed regular planned literature activities and provided space for well-designed library 

comers" (p. 227). 

My observations and experiences with the teachers in my professional development 

workshops influenced me to orient the workshops toward immersing the teachers in 

experiences with children's literature. My workshops focused on activities that were 

geared toward engendering delight in the literature. Each workshop included several 

read-aloud experiences, book talks, silent reading, literature circles, opportunities to 

browse the literature, and opportunities for the teachers to try out strategies with the 

literature. The positive responses to these workshops enabled me to continue to work 

with teachers on a long-term basis. As we worked together to include more literature 

experiences in their classrooms, we joined in reading and discussing children's literature in 

"teachers as readers" groups. These groups proved to be another opportunity for me to 

observe the teachers' personal attitudes and outlooks toward reading, both in the group 
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and in their classrooms. I noticed that people who are avid readers display a devotion to 

reading and a desire to share that devotion with others. I also observed how, when the 

teachers fulfilled one of Joyce's propositions, "Read what children read-become expert in 

children's and adolescent literature" (p. 51), their students benefited. 

Through many experiences with teachers I observed that when a teacher loves 

reading and is an avid reader herself, her students love to read. One teacher that I worked 

with for five years is an example of this observation. After I observed a particularly 

effective literature lesson with her seventh graders, I asked her what elements in her 

background prepared her to teach so effectively. She replied without missing a beat, "Oh, 

the fact that I love to read. When you love to read, you want your students to love it 

too." Donald Graves (1990) affirms her remark, "Teachers read for themselves and to 

keep up with children. They have discovered that when they let the children do what they 

themselves already practice, the quality of their thinking and their literate engagement 

with the world change dramatically" (p. 79, italics added). 

During those years of working with classroom teachers, there were many 

occasions when preservice teachers and student teachers were participants in the 

workshops. We often had separate gatherings after or during the workshops to discuss 

their "burning questions." Their questions were always focused on children's literature. 

They expressed a hunger to know more titles and asked for lists. I began to wonder about 

their education courses. I thought about the teachers I was working with and wondered 

where they had acquired their love of reading and knowledge about books. 
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University Fieldwork 

Since coining to the University, I have continued to pursue my interest in how a 

teacher's own attitudes about reading affects her students' classroom experiences with 

literature. During the Spring semester of 1995,1 completed a case study of two student 

teachers. My experiences in professional development made me wonder about student 

teachers' understandings on teaching with literature and about their own personal 

practices about reading. My findings showed that the classroom practices of the student 

teachers regarding reading with literature were influenced by their personal practices of 

reading. One of the student teachers stated, "If the children are enjoying the literature and 

they're getting something out of it they are going to take it with them and (it) is going to 

last them awhile." Since she enjoys reading, she wanted "to read to the kids for the joy of 

reading." 

I also observed and interviewed classroom teachers I knew as "omnivorous 

readers" during another semester. I found that the teachers demonstrated how they value 

literature and honored its power in the design of the literature experiences that they 

planned for their students. One teacher stated, "Everything in the daily schedule I do with 

literature." When I think of the literature experiences that I observed in her classroom and 

the others, I am reminded of Joyce's fourth proposition, "Pervade the environment with 

reading and writing activities" (p. 53). 

In another interview I asked, "What do you do to make kids love to read?" The 

teacher replied; 



I have a great variety of books in my classrooni-2000 titles. Poetry, picture books, 

novels. I use many quotations about the love of reading. I validate their interests 

by letting them read what they select. But I also encourage them to read widely I 

tell them it is OK for them to change books if they don't like their selection. I 

share what I'm reading. I read books they read. I invite guest readers to come to 

my classes. I encourage the students to get comfortable when they are 

reading-shoes off, sitting or lying on floor. I identify books as living creatures that 

you have an interaction with. I share new books. I tease them with books. 

Another proposition proposed by Joyce echoed in my mind as I listened to this teacher's 

words. He stated, "Teach as a lover of reading and as lovers of reading want to be 

taught" (p. 52). 

In addition to the research with teachers my experiences teaching Children's 

Literature in the Classroom, LRC 480 during the Fall semester of 1995 made me wonder 

about how a preservice course can be significant in supporting preservice teachers' 

positive attitudes toward reading. As the Fall semester progressed, I became interested in 

the evolving attitudes of some of the preservice teachers about reading. Jenny is an 

example. On her midterm evaluation, she stated, "When I started this class I didn't like to 

read. Now I love to read! I call my eight-year-old sister just to tell her about the books 

I'm reading. Reading is more important than I thought." 

Because of my past experiences with classroom teachers, student teachers and now 

preservice teachers I believe that if a teacher is an enthusiastic reader herself, her students 

will be also. However, this influence on children is beyond the scope of this research. 



This study pursues questions that will enable myself and others to improve preservice 

education classes and professional development workshops in ways that will ignite the 

participants' interests and passions for literature. I hope to create in my classroom what 

Smith (1995) describes as a "literature program filled with passion" (p. 193). 

Leaders in the field of children's literature have described the value of a teacher 

who enjoys books. Huck, Hepler and Hickman (1993) state in Children's Literature in the 

Elementarv School: 

If children are to like books they must be with adults who enjoy them. The first 

step in any literature program is to discover delight in books. This should be the 

major purpose of the literature program in the elementary school and should not be 

hurried or bypassed. Delight in books only comes about through long and loving 

experiences with them. (p. 708) 

Huck, Hepler and Hickman have identified a requirement for a literature program-a 

teacher who enjoys books. 

Teacher Research in the College Classroom 

During the Spring semester of 1996 I studied the preservice teachers in my 

children's literature class, LRC 480. I was a teacher researcher in my college classroom. 

The findings fi'om my study may help improve teacher education courses. Short (1993) 

states, "... Teacher research at the college level will help college educators to grasp 

more fiilly the potential of the theories and fi-ameworks being implemented in public 

schools for transforming their own teacher-education programs and classrooms" (p. 156). 



My dissertation study focused on the preservice teachers as readers and how their views 

about reading evolve over the semester. I wanted to discover whether the experiences in 

the children's literature classroom would help students become "eager to pass on the joy 

of literacy to their own students" (Brinkley, 1993, p. 210). 

The specific research questions that guided my study are. 

1. How are the preservice teachers described as readers when they 

enter the course. Children's Literature in the Classroom, LRC 480? 

2. What was the preservice teachers' past history with literacy? 

3. In what ways do the preservice teachers evolve as readers over the 

semester in Children's Literature, LRC 480? 

4. What is the participants' view of the most significant' aspects of the course? 

Which of these aspects contributed to their changes as readers? 

These research questions were geared to discovering how the preservice teachers evolved 

as readers in the course. This study is an important first step in identifying ways to 

influence preservice and classroom teachers to enjoy reading and gain insights fi'om it. 

Later, after this study is completed, I hope to continue to research questions about 

connections between a teacher's own love of reading and her classroom practices in 

regards to literature. I am especially interested in fiirther research about preservice 

education courses and how they can promote a teacher's personal engagement in reading. 

' The term significance is use to indicate importance. It is not used as a statistical term. 
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This passage from The English Patient (Ondaatje, 1992) describes such personal 

engagement in reading. 

She entered the story knowing she would emerge from it feeling she had been 

immersed in the lives of others, in plots that stretched back twenty years, her body 

full of sentences and moments, as if awaking from sleep with a heaviness caused by 

unremembered dreams. 

Significance of Study 

If children are expected to "discover delight in books" they need to be taught by 

those who loves reading-Joyce's "omnivorous reader." If children need to have "long and 

loving experiences" with books, they also need teachers who can create an environment 

that nurtures such experiences. The children's literature course offers an opportunity to 

influence preservice teachers to become such teachers. If the course is successful, the 

preservice teachers will begin to acquire an in-depth knowledge about literature and a 

passion about that literature. 

As I studied the perceptions of the preservice teachers in my children's literature 

course I wanted to examine the aspects of the class that contributed to their enjoyment of 

the literature and their understanding of the power of the literature. Teachers need to 

discover this power before they entered the classroom so they will be willing to "find ways 

to incorporate the books they cherish into an already crowded schedule" (CuIIinan, 1987, 

p. 13). One of my goals in the children's literature class was for the preservice teachers to 

learn how literature can aflfect them in powerfial ways. 



25 

This research may aid others who are attempting to reform preservice education 

courses. Since many preservice teachers do not have extensive experiences with voluntary 

reading they need demonstrations of the value of reading in their preservice education 

courses. Blachowicz and Wimett (1994) suggest that encouraging affective response to 

literature is an important component of building a literate community in the preservice 

education classroom. 

My research about preservice teachers in regards to reading practices can provide 

insights to improve the teaching of children's literature courses and other teacher 

education courses. In her study of beginning teachers. Fox (1995) writes. 

Listening carefully to the voices of begirming teachers, we will learn more about 

the realities of their worlds, find better ways to support them as they negotiate the 

challenges of learning to teach, and, through collaborative inquiry, reinvigorate 

ourselves, (p. 24) 

This study is a way of listening to the voices of preservice teachers to learn more about 

them as readers. I will want to share what I learn from these voices to benefit other 

preservice teachers. 

Review of the Research Literature 

The statement, "The first step in any literature program is to discover delight in 

books" (Huck, Hepler, Hickman, 1989, p. 708) inspired my initial review of the 

professional literature. The assumption in this statement is that the teacher already has 

experienced such delight and knows how to create a classroom environment that will 



enable her students to discover delight in books for themselves. Another assumption is 

that the teacher feels so strongly about having her students discover delight in books that 

she will set aside time for her students to have such experiences. Huck affirms that 

requirement. "Delight in books only comes about through long and loving experiences 

with them" (p. 708). 

If teachers are to make time for "long and loving" delightful classroom experiences 

with books, another assumption is that they realize the value of such programs. Research 

confirms this value. Walmsley (1992) points out that" . . A literature-based elementary 

language arts curriculum offers significant advantages to both better and poorer readers" 

(p. 512). Huck (1989) states; 

the first goal of all literature programs should be to develop lifetime readers. Since 

we know children are reading less and less in their free time at home, the school 

becomes their last best hope not only for learning how to read but also for 

becoming readers, (p. 818) 

Goodman (1996) proposes that, "Students must reach the point where they choose 

to read when there is nobody to make them do it . . ." (p. 20) Irving (1980) agrees, 

"The role of teachers in stimulating voluntary reading among children and young people is 

. . . potentially the most powerful of all aduh influences upon the young" (p. 7). 

How and where is the delight with literature that Huck describes engendered for 

teachers? How do teachers come to understand the value of using children's literature in 

their classrooms? In my experiences v^th classroom teachers, preservice teachers and in 

my coursework at the University, I have wondered about these questions. 
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My review of the research literature allowed me to investigate these questions. 

The following are the major areas I examined in the research literature: 

• The reading process; 

• Terms connected with reading; 

• Affective elements of reading; 

• College undergraduates as readers; 

• Preservice teachers as readers; 

• The impact of children's literature courses on preservice teachers. 

My investigation of these topics proved to be illuminating. Rather than detailing 

the results of my investigations in this chapter or in a separate chapter, I have decided to 

integrate my findings fi^om the professional literature throughout this document. In this 

way, I will be able to connect specific areas in the research literature with the findings in 

my study. I will directly demonstrate how my investigations in the research literature 

fi"amed and focused my study. 

I have learned a great deal about what the professional literature says and does not 

say about the topics I am surveying. However, my questions remain: How and where is 

the delight Huck describes engendered in teachers so that children will have 

demonstrations in the classroom that will inspire them to choose to read? The research 

literature did not answer that question. As long as schools and universities turn students 

away fi'om reading for pleasure, preservice teachers will need courses to awaken or 

reawaken their enjoyment of reading. Only fiirther research about the impact of children's 



literature classes and the unplementation of the findings of that research will begin to 

address that need. This study is one step to address that need. 

Overview of the Chapters 

The next chapters in this dissertation provide an in-depth description of the course 

in children's literature, the findings about the preservice teachers as readers and the 

significant aspects of the course. Chapter Two begins the report of the study with a 

narrative describing the course. Children's Literature in the Classroom, LRC 480. This 

account provides a context for understanding the findings about the students as readers 

and the significant aspects of the course with an explanation of the theoretical fi-amework 

of the class. 

Chapter Three includes an explanation of the research methodology with details 

about the sources of data and the analysis. Chapters Four to Seven are focused on each of 

the questions in the study. Throughout these analysis chapters I relate the findings to my 

examination of the research literature. Chapter Eight ends the report of the study with a 

summary of the findings and implications of these findings for preservice education 

courses. 

Routman (1996) writes, "Teacher research goes beyond reflecting about our 

teaching. Teacher research involves wondering, posing questions, problem solving, trying 

out new procedures, working out our thoughts through writing, and ultimately acting on 

our new insights by changing our practices (p. 167)." As I engaged in this study I had the 

opportunity to fulfill Routman's description. In memos to myself I wondered and posed 

questions, trying out possible solutions to problems that occurred during my study. 



During the class, I altered practices as result of my wondering and problem solving. My 

teacher research then became active and oriented toward improving my classroom 

practices. The next chapters are an opportunity to share the fruits of my experiences as a 

teacher researcher. 



CHAPTER 2 CHILDREN'S LITERATURE IN THE CLASSROOM, LRC 480: 

A DESCRIPTION OF THE CLASS 

What I sought in books was a world whose surfaces, whose people and events and 
days lived, actually matched the exaltation of the interior life. There you could 
live. ( Dillard in Gilbar, 1989, p. 118.) 

In one of the songs from The Sound of Music, the nuns sing together as they try to 

solve their problem with Maria. They end with "how do you hold a moonbeam in your 

hand?" Oscar Hanmierstein's lyric captures the diflBculty of describing our Spring 

semester Children's Literature in the Classroom, LRC 480! The students in the class were 

so varied in their past histories, their personalities, their ages, their reading practices, and 

their educational backgrounds. The class itself was so different from the Fall semester 

class. It took on a distinctive personality of its own. In the beginning there were twenty-

three students who knew little about children's literature and each other. At the end there 

were twenty-three friends who were becoming acquainted with the delights of children's 

books. 

Another Hammerstein lyric advises, "Let's start at the very beginning, a very good 

place to start ." The history of the class starting with the first day will give an impression 

of the activities, routines, projects and its dynamic, colorftil and supportive nature. After 

each class, I wrote a comprehensive journal chronicling the events, tone, and discussions 

in the class. That journal is the source for the following descriptions. A chronology of the 

class starting with the first day will introduce the practices, participants and the 
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distinctions that characterized the class. After I describe highlights from this history, I will 

briefly profile the class in terms of class standing, age and ethnicity. Next I describe the 

purpose, schedule and requirements for the course. Finally, I explain the theoretical basis 

for the curriculum and design of the class. 

Class History 

The First Dav 

On the first day of class, I arrived thirty minutes early to set up. I was surprised to 

see many students already there. They were sitting quietly, not talking to each other. I 

introduced myself and told them I was surprised to see them there already. I asked if they 

would like to help me arrange the tables and chairs. Several got up and helped not only to 

arrange the table and chairs, but also to put out the cart filled with children's books to 

borrow, set up the overhead projector and hand out the materials for the class. While they 

were busy I arranged the books I had brought and then began moving around the room 

introducing myself to the students, checking their names off the class list and learning 

something about them. 

After I welcomed them, I read aloud this quotation, "The real reason for teaching 

reading in our schools is to produce readers of books, not children who just know how to 

read. The gift of reading and the opportunity to use that gift is the sacred trust of all 

teachers" (Chambers, 1971, p. 13). 

The students were silent and watcWul. Many times when I used this quotation in 

workshops, teachers responded with a lively discussion. On this first day, no one said 
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anything so I continued with the important business of the students getting to know each 

other. I asked them to make name plates so everyone could see their names. I then made 

a statement that I was to repeat many times in different ways during the class. "Each of us 

in this class has something to teach and learn. The sooner we get to know each other the 

more we will learn." 

We then had a literacy dig. I invited them to look through their wallets, 

backpacks, purses or pockets for items with print that would tell something about 

themselves. I illustrated with three items from my wallet. The students then found their 

own items and enthusiastically shared at their tables. 

Next we began a routine that would be a centerpiece of our class meetings. I read 

aloud to the class. The selection that I had chosen for the first day was excerpts from 

Once Upon a Time (Reading is Fundamental, 1986) where authors and illustrators of 

children's books shared their memories of reading. (See Appendix A for a complete list of 

selections read aloud in the class.) I selected pieces by Judy Blume and Tomie dePaola to 

read aloud. First, I wanted to evoke in the students' memories of their own childhood 

encounters with children's books. Second, I had chosen the theme of memories for the 

semester which I hoped would enable the students to make personal connections to the 

readings. As I read aloud, part of me was engrossed with making the reading effective. 

But another part was carefully watching the students' reactions. As I read they visibly 

relaxed and smiled. 

We went over the syllabus, class routines and the assignments for the next 

meeting. I stressed the items on the first page. (See Appendix B for the complete 



syllabus.) I emphasized how valuable their learning experiences in the class would be if 

they would take an active part in the class and collaborate with their classmates. In 

addition I told them that the class was about immersing themselves in children's literature. 

I stressed item 3, on the first page under the heading. Beliefs About Learning. 

Learning occurs when we make coimections to our own experiences. 

We will respond to literature through exploring in our own personal responses 

rather than responding according to a specific literary interpretation. We will 

make decisions about the books we read and the resources we develop based on 

our needs and experiences as individuals and as teachers. 

I showed them The Giver (Lowry, 1994) and said: 

This class is not about reading this book and others like it to arrive at the 

instructor's interpretation. You will need to decide on your own responses to the 

literature. As we practice making personal connections, then you will be able to 

enable your future students to make their own personal connections. 

We had time for a second read aloud, Wilfi'ed Gordon MacDonald Partridge. (Fox, 

1994). I explained that the theme for the semester was memories. I asked the students to 

listen to the book to see connections with memories. They were especially attentive as I 

read. Several students had tears in their eyes when I finished. I purposely didn't ask for a 

response when I finished the book. I was carefiilly giving them opportunities to just enjoy 

the reading. 

We continued with a time to browse. Our class was fortunate to have access to 

two classrooms, rooms. One room houses an extensive collection of children's literature. 



In addition, for each class I brought books from my personal library. For the first class I 

had laid out classic children's books and old favorites. I asked them to be ready to share if 

they discovered familiar books that they had enjoyed as children. I also invited them to 

browse the cart for books to borrow. About ten people got down on the floor and 

carefully selected books. P.J. said, "Oh we have to browse the books on the tables first." 

I answered, "You choose. Do either one." "Wow!" he said. "I'm not used to choices." 

We ended that first class with several people sharing. Paul told how he had been 

thinking that he had not read much as a kid. But then he saw Encyclopedia Brown and 

remembered that book and many others he had loved. Laurie said that when I read the 

Judy Blume piece it made her remember the Betsy Tacy books. She found one on the cart 

and was eager to reread it. Stella and Jill shared books they were borrowing to read aloud 

to their children. Afterwards several people stayed to continue browsing and to borrow 

books. 

A selection from Scott's first journal catches the flavor of the student's outlooks in 

the first part of the class: 

So, here I am, a twenty-five year-old, single, childless male and I have to do this 

children's literature class. What do I know about children's literature? Not much! 

I have read books to some of my fiiends' kids, and a few more to my two year-old 

niece, but that's about it. I guess, then, that this class is just what I need! I think 

I'll learn what a good children's book is. I've akeady learned that the most 

important thing is that I enjoy it myself. I need to have passion about something 

before I can transfer that passion to another. 
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Daily Routines 

During the second class we began the routines that would guide the rest of the 

course. Each day we started with announcements. This was a time for me to share news 

about coming conferences, respond to the oral comments and written responses of the 

students and to give them opportunities to ask questions or make announcements. On the 

second day, several students had questions about the syllabus. Most of their questions 

were concerned with apprehensions about the reading record. Again I used the 

opportunity to stress that the record was for them to eventually use as a resource in their 

classroom. It would be more useful to them, I said, if they recorded their own responses. 

In that way, they would be more likely to remember the book and utilize it. 

Our next daily routine was to have a read-aloud time. Again, I had carefully 

chosen a book to connect with the theme of memories and to evoke powerful emotions in 

the students. Chicken Sunday bv Patricia Polacco (1992) was a hit. The students 

enthusiastically responded. They especially seemed to enjoy the colored overhead 

transparencies of the illustrations from the book. Afterwards I pointed out the rich details 

in the pictures that expanded the text. We briefly discussed how the illustrations expanded 

the text. 

In the fall semester, the instructors for the class had used the textbook. Children's 

Literature in the Elementary School by Huck, Hepler and Hickman (1989). Second 

semester we decided to pilot Children's Literature. Briefly by Jacobs and Tunnell (1996). 

The Jacobs and Tunnell text met the description of its title by briefly describing the 

important topics that we studied. Next, we did a text rendering of the assigned readings in 



this textbook. For the text rendering, the students were asked to read aloud significant 

passages fi'om the reading assignment without making comment. The selections that the 

students highlighted demonstrated that they had read the material but also that they were 

thinking about their own impact as readers on their future students. Several students 

chose passages like the following: "When students become excited about learning, the 

reason is not the subject but the teacher who has breathed life into the subject" (Jacobs & 

Turmell, 1996, p. 202). Even though a discussion of the textbook readings was not a 

regular routine of the class, I attempted to refer to the readings in some way during each 

class. 

We ended the class again with browsing, a custom that would be part of every 

other class. For this class I had invited the students to bring their own favorite books. 

About eight students brought books. Some of the titles were: Love You Forever 

(Munsch, 1986), Mouse Bride (Cowley, 1995), The Giving Tree (Silverstein, 1964), Here 

Comes the Strikeout! (Kessler, 1965). As the students shared these titles, they made 

connections with other titles that they had read during their childhood. Michelle was so 

excited about Mouse Bride that she stayed after class to read it aloud to me. After class, I 

eagerly read the students' information sheets. These information sheets helped me get to 

know the students and their backgrounds in reading. (Chapter Four will relate the findings 

about their backgrounds. See Appendix F for copy of the information sheet.) 

During the next class I introduced another practice that would become part of our 

regular routine: small group work. The topic for that class was evaluating children's 

books. I put the following on the overhead: 
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1. Divide into groups of four. 

2. A runner from each group should come to the front table for a stack of 

books. [I had made six text sets of four picture books each. I tried to 

include a book of information in each stack.] 

3. Read the books together by selecting one of the following: read-aloud to each 

other, or, read in pairs, or, you chose! 

4. Look over criteria in textbook, chapters 2 & 3. 

5. Evaluate the books read with that criteria and your own. 

6. Create a visual interpretation of what makes a good book with the supplies on 

front table. 

7. Select one book to share with group and tell reasons chosen/not what 

it is about. 

8. Be ready to share at 3 o'clock! 

It was interesting to observe the groups. All decided to take turns reading aloud 

to each other. They made insightfiil observations and analysis of the books. For example, 

one group read The Chick and the Duckling (Ginsburg, 1972). They liked most of the 

book but not the ending. They thought there should have been a "nicer ending with the 

chick getting to show the duckling something only she could do." They carefiilly analyzed 

the illustrations. 

Another group, had three Caldecott winning books. However, the book they 

selected as the "best" was Goldilocks and the Three Bears (Marshall, 1988), a Caldecott 



Honor Book. I made a point to stress with them that their choice illustrates an important 

point: even if a book is an award winner it may not be one that we respond to 

All the groups made visuals that were effective in sharing what they had learned 

But most importantly, the students demonstrated that they enjoyed working together, 

sharing books and ideas about them. When I asked them how the class went they 

responded happily in a chorus, "We had fiin!" 

The groups had another opportunity to work together as they discussed The Giver 

(Lowry, 1994) at the next class meeting. This book made a favorable impression on the 

students. The plot stimulated and intrigued them. They engaged in writing about it in 

their journals and discussing the ending several times in class. They made connections 

with the novel and their fiiture teaching careers and they shared it with children in their 

families. It was the only novel I assigned for the whole class to read. Ginny's journal 

entry after reading The Giver expresses the impact it had on her. 

I would also like to take a moment to express some thoughts about The 

Giver What a book! Being a returning student, I am so excited that the first book 

that I "had" to read was this book. I have already recommended it to a few of my 

nieces and nephews and some adults that I know would enjoy it. 

When I finished the book, it was late in the night, and I immediately called 

my best fnend whom I knew had already read it. It was so amazing to me that, 

while I thought the "community" was a reminder of what our society could be like 

with the removal of choice and fi-ee will, she thought it was an example of our 

existing society in exaggerated form. How differently each individual can "see" a 



story! I hope this serves as a reminder to me that all of us, including my future 

students, should be given the chance to explore, think, and reflect about their own 

idea of whatever they have read! 

During the sixth meeting I introduced the final practice that would become a 

routine. Some of the students had expressed anxiety about meeting the requirement of 

reading one hundred books. To help them, I told them that when I read aloud I would give 

them the bibliographic information they needed for their reading record, if they would like 

to include it. After reading Grandfather's Joumev by Allen Say (1993), I gave them time 

to write a description of the book and their personal response. I asked them to share their 

responses. Mark and Shirley shared that they made connections with the story because of 

their own experiences coming from other countries. Ginny told how she connected to the 

story because when she is in California she misses Tucson and when she is in Tucson she 

misses California. Alyssa contributed how the story made her think of memories from 

other generations. 

Several others also shared their personal connections. I asked if there was a 

correct interpretation. We discussed how a correct interpretation wasn't important, what 

was valuable was their personal connections to the story This was the first time I had 

asked them to formally respond to a read-aloud. I had waited to be certain that they first 

had an opportunity to just relish the pleasure of the reading before they were asked to do 

something in response. It was pleasing to see that the students shared their responses 

eagerly and comfortably 



Group Work 

One reason that the students were becoming comfortable with each other was that 

I had made available copies of all their literacy autobiographies. (In Chapter Five, I will 

report my analysis of these writings.) They were reading them and responding in their 

journals. An excerpt from Amy's journal illustrates the effect reading her classmates' 

writing had on her. 

Reading everyone's' autobiographies sparked a lot of memories of my own 

childhood experiences with stories and books that I had forgotten. I reveled in the 

warm wave of nostalgia and the "oh Yeah!" chuckles they brought me I learned a 

few things from them also. I learned that a child should be able (allowed) to 

choose whatever book he/she is excited about when it's at all possible. The 

autobiographies held so many stories of how being forced to read sometimes takes 

the joy out of the reading. I liked hearing all the diflferent things that my 

classmates have gained from positive reading experiences. 

Ginny also noted in her journal how she expected that reading the autobiographies 

would help her apply what she had learned to her future students. ". It is these 

autobiographies that I hope will remind me to instill the love of reading at a young age, is 

to stimulate in them a lifelong pursuit of literature." 

After they had had an opportunity to read each other's autobiographies, I asked 

for their comments in class. Lori said that she had trouble putting faces with the pieces 

she had read. I invited everyone to introduce themselves and we went around the room 



and did so. Charlie complimented everyone. He said that he had read many fine books 

the last weekend but that the best reading was the literacy autobiographies. 

Another reason the students were becoming comfortable with each other was that 

their group work was giving them opportunities to get to know each other. At the end of 

the seventh meeting, I gave them an opportunity to provide me with feedback about the 

class by answering several questions on an exit card. In particular, I asked them to tell if 

they would like to work in new groups Many of the students commented on their exit 

card that they were enjoying working in their groups but that they would appreciate 

getting to know others. For that reason, two classes later I put the following on the board 

for the students to read when they came into class; "Sit in groups of no more than four 

with at least two new people." We later changed groups two more times in the same 

manner. This proved to be one of the strengths of the class, eventually everyone in the 

class learned everyone's name and became acquainted with each other. Kiley described 

the feeling tone of the class in her dialogue journal. 

I think the fact that we do so much group work really helps because we know each 

other so well. We are able to be ourselves and express our ideas in an 

unintimidating way We are also able to laugh and have fun in class which makes 

us want to learn and enjoy learning. That is the kind of classroom we all need to 

have if we want to motivate children to learn while being comfortable and enjoying 

the class. 
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Reading-Aloud 

A suggestion by several students on the first exit cards became another part of the 

class. They offered the idea that they would like an opportunity to read aloud to the 

whole class. I made available a sign up sheet and from time to time students read aloud. 

After each reading, the listeners made positive comments about their colleagues' 

presentations. Eventually ten students volunteered to read aloud to the whole class. 

The students had other opportunities to practice their read-aloud skills. One of the 

requirements of the class was that each student complete a series of read-aloud 

experiences. The syllabus stated: 

The responses and reactions of children to books should influence the way we 

evaluate children's literature. To give you first hand experiences in children's 

reactions, schedule three different opportunities to read-aloud a book(s) of your 

choice to a child or group of children. You may use the class you are observing 

for a TTE assigrmient, a Head-Start class, a neighbor child, your own child, a 

library story time, or whatever is appropriate. It is preferable that you use the 

same child or group for each read-aloud event. 

This assignment proved to be one of the most useful of the course. Patty, who has 

two young sons, described the learning that took place for her in her evaluation of the 

project. 

When I first began this read aloud plan, I snobbishly thought that this 

would be the easiest part of this course. Reading aloud is something I do everyday 

for my own children and I thought I did it very well. The read aloud plan I 
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developed was over three months, so that if the first time I read to my children and 

I did poorly, I could practice to improve myself. I did not realize how much I had 

to work on until I looked at the "Read aloud to Children Scale,which I looked at 

after my first read aloud day with my children Kyle (5 years) and Curtis (3 years). 

At first I thought I did well reading to my children a book, 

(Chrysanthemum? which they loved. Before reading the book I did not look at 

the "scale" which was given in class. My children loved the girl's name and 

laughed throughout the story After the book we talked about flowers and names 

of flowers, which they knew many names fi"om our own garden and we talked 

about liking ourselves whether someone else does or not. Then I pulled out the 

scale and had Kyle rate me on how I did. He loves tests and a, b, c choices. He 

was a bit embarrassed to tell me that I did not do some of the things on the list. 

Mostly I did not introduce the author, illustrator, or give connections to the book. 

Like linking the book to all the flower names in the garden. I did hold the book so 

they could see, and my voice was good but not enthusiastic enough. I realized that 

most of my reading experiences were to a few children and that I should practice 

on more children. I knew what I would work on for the next read aloud 

experience. 

" I had given the students a cop>' of the "Reading Aloud to Children Scale" de\'eloped b\- Joan Glazer. 
(Glazer. 1981. p. 44-45.) 



Instructor Presentations 

My presentations were another element of the class. This was not a regular 

occurrence, however from time to time the topic for the day needed a short introduction in 

which I shared anecdotes from my teaching experiences, gave definitions or augmented 

information in their textbook or packet readings. I received a great deal of feedback from 

the students that these presentations were causing them to think and reflect. For example, 

Ginny wrote after a presentation about using literature to teach reading: " I was 

pleasantly surprised to discover that, what we learn in our professional course, can 

actually be envisioned and implemented in the classroom." 

Turning Point at Midterm 

By midterm, I was receiving positive comments about the students' enjoyment of 

the class. Also, the students were demonstrating that they were learning. For example, 

one day Girmy read aloud The Very Quiet Cricket (Carle, 1990) to the.class Before 

reading she said she had planned to read Rainbow Fish (Pfister, 1992) which she had 

enjoyed the previous semester. But after rereading it she decided it was didactic. "I'm 

becoming a more discriminating reader." she armounced proudly. 

The most impressive sign that the students were learning was the presentations of 

their author/illustrator reports for their midterm assignment. The syllabus described the 

project as: 

.An in-depth exploration of at least one children's literature author, poet or 

illustrator The information you gather about this person should include 



biographical data, reviews of his/her work, your responses to his/her work, and 

bibliographic material about his/her work. This celebration of authors and 

illustrators will be our midterm learning experience, due the week of March 5. 

You should include a visual display of your author, poet or illustrator, a collection 

of his/her works, and a one page handout for each member of the class which 

includes a brief biographical sketch and a bibliography of his/her work You may 

include any other information you think will be of interest to your classmates. 

Your oral presentation should be no more than five minutes. 

The students presented on two days. Before the presentations we spent a great 

deal of time discussing the elements that would be important to share. When I got to 

class both days, I was pleased to see that most of the presenters had already set up 

colorful displays. 

The presentations demonstrated that the students had prepared by reading the 

works of their authors or illustrators extensively. Several classes before the presentations 

I had handed out a form, "author/illustrator midterm project self evaluation." (See 

Appendix C). One of the questions on the self evaluation was, "describe the main idea 

you wanted to convey about your author/illustrator to your classmates." The presenters 

were careful to meet this requirement in both their presentations and displays The 

students also showed unusual care and thoughtfiilness in making their displays attractive 

and pleasing to the eye. For example, Liz shared the works of Ludwig Bemelmans. She 

brought a bright cloth to cover the table where she displayed many of the 

author/illustrator's books She had made a long chart that she pinned on the wall behind 



the table that featured other covers of his books. She included interesting details in her 

presentation that gave a profile of Bemelmans. Liz also chose a delightful portion to read 

aloud from one of the books to give a flavor of the author/illustrator's style. 

Most of the students made exceptional presentations. Ginny set to music the 

words of one of the books illustrated by Eric Carle. She brought her twelve string guitar 

along to accompany her. Jill S.^ made an especially attractive sign, "All Aboard the Van 

Allsburg Express." Everyone chose appropriate and interesting selections to read aloud. 

Charlie and Colette collaborated on their presentation about Gary Paulsen. Charlie read 

aloud a selection that had everyone hanging on each word. Their presentation was so 

passionate that many students were inspired to read Paulsen's books. (Their reading 

records demonstrated the impact of the Paulsen presentation.) Colette wrote in her 

journal, 

I was giving Charlie a ride home after class and of course we began to discuss the 

oral presentation that we had accomplished together. We talked about how we 

enjoyed it and how, even though we had been a little hesitant, a little nervous to 

get up and act as the focal point of the classroom, it was easy It was easy to 

overcome our anxiousness to rise above it and focus on our message and the 

passion that we had (have) for it. 

The handouts that each student produced as part of the presentation were 

particularly usefiil but also attractively designed. Some made small booklets, others made 

^ Sincc there were two Jills and two Jennifers in the class, 1 shall use the first letter of their last names to 
indicate who is speaking or writing. 



bookmarks, other gave out information sheets. Ail the handouts encouraged further 

reading by listing the author or illustrator's works with a brief annotation. 

Mark had volunteered to be timekeeper and he kept the presenters to their allotted 

five minutes with humor and gentle reminders. The tone of the class both days was a 

fiiendly excitement and enthusiasm for the presentations. After each presentation the 

students filled in a response form to give to the presenter The remarks were positive and 

encouraging. 

The self evaluations that the students did about their projects were illuminating and 

definitely demonstrated that a great deal of learning had taken place. The projects made 

clear that the students had become excited and interested in children's books and were 

learning a great deal about their authors and illustrators. It was especially gratifying to see 

the students acquiring the passion for books that I had been sharing. 

The midterm evaluations and the reading records that were handed in at midpoint 

of the semester also gave compelling evidence that the students were gaining in 

understandings about children's books. For example, Charlie's reading record for My 

Brother Sam is Dead by James Lincoln Collier and Christopher Collier (1974) evidenced 

learning taking place as the record was compiled. Charlie wrote about his reaction to the 

book. 

Although I liked the book and appreciated the new point of view, 1 had 

some personal dissatisfaction. I didn't like the way Tim's father died. Why drag 

out the deed? Also, I really didn't think Sam had to die by the hands of those he 

fought for. Wait I get it! Sam had to die by Rebel's hands to give balance to the 
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fact that his father died in a British prison ship. The irony escaped me until I wrote 

this. Pretty neat reaction. 

Charlie's midterm evaluation also demonstrated that the emphasis on teaching and 

learning from each other was having an impact. He wrote: 

As the semester has progressed, I've realized that it isn't necessary for me to be 

"in charge" in order to contribute. I, in fact, have made an effort to be more of a 

facilitator in group projects, making comments after listening to my colleagues. 

Jermifer T echoed Charlie's evaluation, ". . I've learned the most from my peers 

and through discussion. This format has been very valuable to me " In addition she wrote 

in her midterm evaluation how she was changing as a reader; 

I do think this class has changed me as a reader. When I read books now I 

find myself analyzing the material more in depth. I look for themes and ways in 

which I may be able to incorporate a book into a lesson once I start teaching. I 

also find that I am able to remember more of the specifics of books once I'm done 

reading them .1 find that I am enjoying more of an assortment of literature than 

I did before. 

After the spring break, the students and I made some substantial changes in the 

syllabus. These changes came about as a result of my reading the student's midterm self 

evaluations. (See Appendix D.) The quality of the student's insights, and ideas was 

superb. It was important to incorporate their ideas into the course. Therefore I scheduled 

a class meeting as a time to take stock, chart our course for the rest of the semester and 

for them to share their midterm evaluations and reading records. 
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That meeting was most beneficial. First, I passed out their reading records, 

midterm evaluations, author/illustrator evaluations. I gave them time to read my 

comments. Then I said, "My agenda in this class has been to empower/enable you to be 

active, thoughtful readers, and to be exposed to choices of children's literature with ways 

to share it in your own classrooms . Also to see that literature can be the core of the 

curriculum in helping students to become thoughtful, have choices, take actions." (This 

was written on the board). I told them that they were surpassing my agenda in powerful 

ways. Their evaluations and reading record demonstrated this fact. 

I asked them to share their evaluations and records in their groups. 1 suggested 

that they might want to focus on particular questions. They had a lively sharing for some 

time. I noticed that they were reading each other's work, talking about choices they had 

made in the format for their reading record, and comparing each others evaluations. The 

class had become a warm, affectionate group with people making encouraging and teasing 

remarks. 

Then I asked them to take out their syllabus. I described possible plans for our 

next classes. We discussed what other topics they would like to revisit or add. They did 

so in groups by reviewing the syllabus. Then the whole group discussed possible topics to 

revisit. I wrote the topics or activities that they mentioned on the board: more browsing 

time, text sets, poetry, fiction, time for questions/answers, literature circles, whole 

language, reading with literature. Then we voted and decided to add these topics: an 

entire class meeting to browse, other class sessions to revisit each of the following: poetry. 
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fiction, and reading with literature. (See the revised schedule in Appendix E. The original 

schedule in Appendix B .) 

By inviting the class to help establish our schedule for the rest of the semester, I 

was trying to remove myself from the position of ultimate authority In so doing, I was 

trying to reconstruct "course instructor" to participant (Kathleen Weiler, 1989) 

Relationships and Projects 

Not long after midterm something unusual happened. The students began to bring 

visitors to class. One student brought her mother, a teacher on break from her year-round 

school. Others brought friends. The day the students shared their poetry projects several 

students brought friends to class to enjoy the sharing. 

One incident from that particular class illustrates how supportive and friendly the 

students had become Most of the students had chosen to make collections of their 

favorite poetry. However, Jesus had asked permission to write his own poem. He told 

me how he had tried to write poetry in high school and he wanted an opportunity to try 

again. He hoped his poem would be one that he could eventually share with his own 

students. Since his author presentation had been on the poet, Myra Cohn Livingston, I 

agreed. When the day came to share the poetry projects the other students wanted to 

share in groups. Only Jesus wanted to present to the whole class. He had spent a great 

deal of time on writing the poem but also on its presentation. The poem was presented in 

a small booklet that Jesus had carefully bound in special paper that matched the theme of 

the poem. The writing was done in beautifiil calligraphy. The poem itself was a story told 
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in many verses. As Jesus read he involved his listeners and kept their attention with his 

questions and the dramatic way he read. The students were very attentive and at the end 

applauded warmly. They all asked for a copy of the poem. This incident was significant 

for two reasons. First, Jesus, shy and the youngest member of the class, felt comfortable 

to share something very personal. Second, the group was supportive and encouraging. 

They had come a long way fi^om that first day when they didn't know each other 

That day of sharing poetry projects proved to be a highlight of the class for other 

reasons. Scott spoke for the group when he wrote, "They [the poetry project] helped 

change my views on poetry. My future classrooms will definitely experience a wide 

variety of poetry and on a daily basis!" Paul also described the impact of the poetry 

projea: 

The poetry project was one of the biggest surprises of the semester for me 

I have never been a huge fan of poetry, as I always pictured it to be read by snobby 

people sitting around in cofifee shops who think they are intellectual just because 

they are reading poetry. Initially, I figured I would simply go out and make a list 

of poetry books to use as a resource for this poetry project I did not even think I 

would read many of the poems in the books, as I assumed that I would not like 

them. However, one night after class I went to the library and checked out a 

bunch of poetry books. As I had a little time, I sat down and began to read a few 

of the poems. Despite the fact that I was fighting it, (I wasn't supposed to like 

poetry!) I found myself really enjoying the poems. Three hours later, I was still 

reading. I couldn't believe how much fiin it was. 



Dialogue journals were another project that built relationships in the class. The 

journals gave the students an opportunity to reflect on their learning and their reading. 

The following description in the syllabus outlined the requirement for journals: 

The dialogue journal provides you with a place to dialogue with me and 

another class member about your personal responses to your reading, reflections 

on you learning and thinking, and/or experiences with literature. The journal is not 

a place to summarize or analyze but to think, reflect, question, discuss, and make 

personal connections. Each week, make at least one entry in you dialogue journal. 

Each week, either I or another class member will respond to your journal. Think 

of the journal as a letter you are writing to another person in which you are 

exploring your personal responses to books you found memorable You can also 

respond to the textbook readings or an article from the packet. In your reflections, 

you might also write about what you are learning or thinking as well as questions 

and concerns. 

These journal exchanges allowed the students to have written conversations about their 

learning and experiences in class. Short (1993) writes, "Students are rarely asked or given 

time to reflect on their own learning processes . . (p. 157). 

I thought of the journals as a valuable part of the teaching/learning process for me. 

Reading the journals each week enabled me to get to know the students better, to monitor 

their concerns and learning process and to answer any questions individuals may have had. 

They also served as a tool to monitor my teaching, providing valuable feedback and 

insights. 
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Some of the students struggled with the journals and had difficulty being reflective 

about their learning experiences. However, most of the students found that the journals 

became a powerful tool in their learning process. Paul wrote in his final self evaluation; 

The journal for me has been one of the most rewarding and enlightening parts of 

this class. I think it was a great forum for expressing my fears and concerns about 

teaching, and to pose questions to you or another classmate in order to get new 

ideas or ways of looking at things. ... I am actively trying to confront and 

determine what teaching is all about and how I can do it most effectively. The 

journal has offered me the ideal place to do this exploring and wondering, and that 

is why I believe it has been such an incredibly valuable thing for me. 

The journals provided another avenue for the students to support each other and to work 

together to solve common concerns. 

The supportive nature of the group energized the final group project of a theme 

study. The individuals in the groups pooled their knowledge to develop their themes. It 

was interesting to observe them referring to their reading records to discover books that 

fit their themes and then describing those books to each other. The groups were also 

supportive when they shared the products of their study. Each group made a web that 

showed the connections and activities in their theme study. As each group shared their 

web the other students listened attentively and asked interested questions. The webs that 

each group made, powerfully demonstrated how much knowledge about children's books 

the groups had acquired. In addition, the webs showed that the students were making 

significant connections between the books that they had read. 
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Final Class Meeting 

The final class meeting was an amazing demonstration of not only what a cohesive 

group we had become but also the knowledge that had been gained about children's 

books. For their final, I had asked the students to come with a text set of books to share 

with the rest of the group. I had purposely made the description of the requirement for 

the text set vague. I said the text set could have a theme or even be a loosely connected 

set of books that they had discovered during the semester that they had to own. It was 

thrilling to see the number of books that they brought and the wide range of genres and 

topics they included. Many of the students wanted to read their favorites aloud to the 

group and others insisted on showing all the illustrations. Ginny compiled the list of text 

sets fi'om the presentation. It covered over five pages. The gathering was at my house 

and ended with delicious food brought by the students and a musical performance by 

Ginny and Charlie. 

As the students left, I mentally compared that first day of class when they were so 

watchful and silent with our last day. They exchanged phone numbers and addresses, 

made plans to meet and excitedly talked about the summer reading lists they had gained 

fi-om the sharing of their text sets. As the summer progressed many students contacted me 

to tell me about books they were reading and their summer school experiences. It was 

apparent that through these social interactions learning was continuing. 

This ends the chronicle of the class. There were so many highlights, it has been 

difficult to limit their description. At a recent reunion of some members of the class, they 



discussed how the members of the class emiched each other. Jennifer Z. had discussed 

that aspect of the class in her final self evaluation. She wrote; 

. . This class as a whole was so inspirational and uplifting. Jesus's 

wonderfiil talent for writing poetry, Ginny's gift of a beautiful voice, P.J.'s natural 

sense of perfection and organization, Colette's sensitivity, Charlie's vibrant sense 

of humor, Lori's being so done-to-earth and practical yet fiin, Paul's objective 

insights, etc., etc. I could go on forever! This class has been such a positive 

inspiration for me. 

That was my feeling too. My stress on all of us having something to teach had benefited 

the students as well as the teacher. I gained as much fi'om the class as they had. 

Profile of the Class 

The next two sections provide some important facts and background about the 

class and the students. First, I describe the demographic data about the class. The next 

section gives some background about the course itself 

The ages of the twenty-three students varied widely. The youngest student was 

nineteen, the oldest forty-five. Eleven students ranged in age from twenty-five to forty-

five. Three of these were post baccalaureate students who had graduated from other 

colleges or universities. Several were returning to school to make career changes. For 

example, P.J. had been a store manager for Target and "wanted to do something that 

would make a contribution," so he was returning to school to become a teacher. Four 

were women who had taken time off from ^hool when their children were young and 



were returning to complete their education. The remaining twelve students ranged in age 

from nineteen to twenty-three. 

All the students were preservice teachers except two. Jennifer Z. was a graduating 

senior in Family Studies. Liz was hoping to be admitted to the College of Education. 

Most of the rest were in their first semester in the College of Education. 

Seven of the twenty-three students were males. The class was predominately 

Anglo. Three of the students were Hispanic, and one Dutch-Filipino. 

At the end of the course two students had earned a C grade, one a B grade and 

twenty an A. The average number of absences was 1.4. Eight students had no absences 

Class Schedule and Background 

The class met Tuesday and Thursday afternoons, from 2:00 to 3 :15 In the 

beginning, I provided the students with a tentative schedule of the topics, readings and 

assignments. (See Appendix B for the schedule, at the end of the syllabus.) There were 

thirty classes. Open House was held an hour before class on Tuesdays and an hour after 

class on Thursdays to encourage students to browse through the collection of children's 

literature. Each Open House was attended by at least five students for most of the period. 

Since is was a voluntary activity not all the students participated. By the time class started 

usually twenty students had gathered to browse the books and chat. 

The class is a requirement for preservice teachers, including both post 

baccalaureates and undergraduates, to receive their teaching degree from the University 

Most students take the course in their first semester in the College of Education. LRC 



480, is oflBcially described in The University of Arizona 95-96. General Catalog. 96-97 as: 

"Analysis and discussion of classic and contemporary children's literature of all genres, 

and its relationship to language, reading and culture." (p. 248) The class is a survey 

course, not a methods course. It is offered by the College of Education in the Department 

of Language, Reading and Culture. 

Since the course is offered by a department in the College of Education, the 

purpose is quite different from a course that might be offered by another academic 

department. In a survey about children's literature courses, Adamson (1985) found that 

there was great differences in how children's literature was taught in three different 

academic departments: education, English and library science. Library science and 

education stressed child development and book selection while courses in the English 

department emphasized the history of children's literature and literary elements. 

The purpose of the course as described in the syllabus extends the catalog 

description and demonstrates that it is quite different from a course that might be offered 

by the English department. 

The purpose of the course is to provide class members with an opportunity 

to read, enjoy, and discuss a variety of excellent children's books. Participants 

also become acquainted with various authors, poets, and illustrators of children's 

literature and become familiar with resources available about children's literature. 

These experiences build a foundation for sharing children's literature in the 

classroom, (p. 1) 



In addition to this purpose, I felt that it was important to model ways to share 

children's literature in the classroom. Therefore, the experiences I designed for our class 

demonstrated strategies that could be utilized in the students' future classrooms. As Huck 

(1989) argues, . . There were many connections between good teaching at the 

elementary level and good teaching at the university level" (p. 82). 

The Theoretical Basis for the Curriculum and Design of the Class. 

In this section of the chapter I will explain the theoretical basis for the curriculum 

and design of the class. First, I will relate how the curriculum for the class was the 

culmination of the experiences and understandings of many previous instructors. Second, 

I will describe the classroom experiences that utilized principles and theories that are 

effective in teaching students of any age. Then I will explain how and why the class was 

designed to foster a love of reading. Next, I will relate how the learning environment was 

set up. I will end the chapter with a description of the evaluations used in the class. 

Support for the Design of the Course 

I am very grateful for the extensive support in designing the course I received from 

Professor, Dr. Kathy Short who is responsible for the course in the LRC department. 

Several months before the course. Dr. Short assembled a group of former instructors of 

the course who shared their experiences and their course syllabi with the new instructors. 

Dr. Short also shared the syllabus from the graduate version of the course which she 

teaches. The former instructors' syllabi proved to be very helpful. I used them as a guides 



for my course. Much of the theoretical grounding of the course was established by 

adapting the practices in these syllabi. 

Support was also available during the teaching of the class in the form of weekly 

meetings that included the three instructors of the course and Dr. Dana Fox, who was 

providing support while Dr. Short was on sabbatical. Each meeting was an opportunity to 

share concerns and triumphs. Sharing our experiences provided fresh inspiration and 

ideas. After teaching the fall semester course, I made changes in the class based on the 

students' suggestions and comments. The spring semester course was based on the 

cumulative experiences and knowledge of many past instructors of the course. 

Classroom Experiences 

In addition to utilizing the expertise of former instructors of the course, I utilized 

my own prior knowledge to design the course. This section will relate specific practices 

to describe the theories behind the practice. 

I had taught similar courses for classroom teachers in California. My experiences 

in staff development with classroom teachers had convinced me that once teachers are 

exposed to children's literature they will want to share it with their own students. In 

addition, I had learned the necessity of practicing what I preached. The experiences that I 

had chosen for the class were based on theories and principles that I had learned to be 

effective for teaching children. Through my staff development experiences I had come to 

understand which of these theories and principles were also effective in working with 

adults. I found corroboration of this practice in the research literature (Freeman & 



Freeman, 1991; Huck, 1989; Nodelman, 1986, Ross, 1992; Short, 1993; Wolf, Carey & 

Mieras ,1996). For example, David and Yvonne Freeman (1991) describe how they 

organized their classes for preservice students, . We try to organize our classes in ways 

that allow us to demonstrate how we would like our students to teach their students. In 

other words, we try to practice what we preach (p. 349)." 

The two classes on traditional literature and literary elements illustrate how I 

designed aaivities that would allow students to have the same learning experiences that 

their future students might have. In addition to gathering new information about specific 

titles, the activity was designed to expose the students to alternative ways to learn through 

collaboration and active involvement. 

We began by briefly discussing the article in our packet of readings, "Enhancing 

Reading instruction through Cinderella tales" (Worthy & Bloodgood, 1993) and my "Fairy 

Tales and Folktales Variants" booklist. Since the students weren't acquainted with the 

term variant, I showed diflFerent examples and briefly booktalked the ones I had displayed. 

I then showed a story map'* on the overhead projector and we briefly reviewed literary 

elements. 

Before I read aloud Jack and the Beanstalk (Galdone, 1974), I asked the students 

to listen for the literary elements in the story. After the reading, the students shared their 

personal responses to the story. Some thought the Galdone book was too violent But 

others told how as children they had thrilled to the scary giant. Then we created a story 

^ In this context, ston- map was utilized as a strategy to focus on the literar}- elements of the story-, 
character, setting, goal, problem, resolution. 



map with the appropriate literary elements. Next, I read aloud Jim and the Beanstalk 

(Briggs, 1970). Everyone agreed they enjoyed the humor of the Briggs story. Again we 

filled out a story map, this time with more contributions fi^om the students. I 

demonstrated how to compare and contrast the literary elements in both stories with a 

Venn diagram. We briefly talked about what strategies the children would be learning 

when engaged in such a project. Finally I showed the following task on the overhead; 

1. Separate into groups of 4, then subgroup of 2. 

2. Send r\mner for books, (tale and its variant). 

3. Subgroups each read one. 

4. Story map the tales, be creative with markers and paper. 

5. Reconvene to retell stories to each other from the story map. 

6. Use Venn diagram to compare and contrast. 

7. When finished get another set of tales and read and share them. 

8. Be ready to share your maps and diagrams. 

I observed Jesus' group which had read two versions of the "Frog Prince " Each 

subgroup talked at length about the literary elements for their stories. They returned to 

the books several times to check their ideas. They discussed the format of their story map. 

Each subgroup filled their chart paper with large fi^og heads. One subgroup put a crown 

on their fi^og's head. The other subgroup decided to add more elements to their story 

map. The pairs then combined their talents to retell the story with a great deal of humor. 

Then the four had a lively discussion of the similarities and differences for their Venn 

diagram. All the groups seemed to have a fun and lively time together. They seriously 



discussed their tasks and carefully worked on their maps and diagrams. As the students 

walked around the room to look at the posted story maps and Venn diagrams the docents 

for each group gave lively descriptions about what they had done Jesus' journal entry 

aiter that class expressed what most of the students gained from the experience; 

We were shown that there are many different versions of folktales tales. A variety 

of versions allow students to learn about different cultures. Through reading 

diflferent versions, they can learn how to compare and contrast stories, how to 

story map and how to work in groups. I plan to do similar activities like the one 

we did in class once I am teaching. 

Charlotte Huck (1989) afiBrms that this type of practice helps preservice teachers 

learn. She writes: 

By experiencing the activity they can see the concentration involved, the 

opportunities for much focused talk and for writing and reading, and the learning 

potential. Telling them will not do; lecturing while they sit passively digesting our 

words of wisdom will never change their teaching styles. Doing may effect 

behavior change provided they understand the reasons behind the doing, (p. 85) 

By designing such experiences for my students I emphasized the principles of experiential 

learning and I provided demonstrations of powerful learning experiences with literature. 

This design of the class was based on the following principles and beliefs about learning 

outlined in the syllabus. 

1. Learning is an active process. 
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We will immerse ourselves in reading and responding in a variety of ways to many 

books for children. 

2. Learning is a social process of collaborating with others. 

We will explore our thinking about our reading through dialogue in small groups. 

There will also be opportunities for informal interaction and sharing about 

literature in small groups and whole class experiences. We will appreciate and 

celebrate the many ways of knowing in our multicultural world. 

3. Learning occurs when we make connections to our own experiences. 

We will respond to literature through exploring in our own personal responses 

rather than responding according to a specific literary interpretation. We will 

make decisions about the books we read and the resources we develop based on 

our needs and experiences as individuals and as teachers or librarians. 

4 Choice allows learners to connect to their experiences and feel ownership in 

their learning process. 

We will have choices in what we read, how we respond, and the focus of 

individual projects and small group activities. 

5. Learning is reflective as well as active. 

We will have many opportunities to reflect on what we are learning through 

writing, dialogue, and self evaluation, (adapted fi-om Kathy Short, 9/95) 

During the class on traditional literature and literary elements the students were 

experiencing each of these principles. As Short and Burke (1989) wrote, "The way 
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students leam in teacher education classrooms will shape the way they teach in their own 

classrooms" (p. 205). 

The next part of practicing what I preached was to be sure that the experiences in 

the class were meaningful. If meaningful, such experiences or tasks would promote the 

students' cognitive engagement. Academic tasks organize students' information 

processing by directing their attention to particular aspects of content and by directing 

them to process information in specific ways (Doyle, 1983). For example, a by-product of 

the cognitively complex task of responding to literature in our class was an enhanced 

understanding of how literature can be used in the students' future classrooms. As I 

thought about these tasks for the class, I realized how important it was that the students 

understood the purpose of the task as well as its applications. Turner (1993) writes, 

"teachers can establish the cognitive and motivational demands of literacy through the 

tasks they provide to students. Four consequences of those tasks are . . challenge and 

self-improvement; student autonomy; pursuing personal interests, and social 

collaboration" (p. 4). To meet these demands I designed tasks that would give students 

choices about what they read and how they responded to that reading, clear understanding 

of how the task would further their self-improvement as preservice teachers; choices of 

tasks that would appeal to their interests; and social collaborations through large and small 

group explorations. The classes on traditional literature and literary elements gave the 

students opportunities to work in both large and small groups; to understand the purpose 

of the tasks; to make choices of books to read and how to read those books; and to create 

their story maps and Venn diagrams and to be engaged in an interesting task. 



The emphasis on reading aloud in our class is an example of how I utilized a 

meaningful practice that is efifective with children in teaching the preservice teachers. It 

was also another opportunity to exemplify a powerful way to share and read literature. 

Reading aloud became the centerpiece of the class curriculum. My emphasis on reading 

aloud was also based on Kristo's (1993) research. Her article about reading aloud afiBrms 

my emphasis on this activity She writes; 

After two years of data collection and analysis, it became apparent that story time 

(as read-aloud time is called in this classroom) serves as the centerpiece of the 

curriculum from which all else flows and that the teacher's role in preparing and 

orchestrating story time is crucial, (p. 55) 

The description of our class study of traditional literature and literary elements 

demonstrates how reading aloud Jack and the Beanstalk and Jim and the Beanstalk 

provided an opportunity for a discussion of personal responses and engagement as an 

alternative way of responding to the story that didn't require workbooks or worksheets. 

The read-aloud time became part of our class culture. Yocom (1993) 

characterizes this time as "a sociocultural literary event" (p. 92). Students discussed the 

read-aloud choices and wrote about them. Some of the books I read aloud inspired 

selection of other books by the same authors. Other books provoked stimulating written 

discussions through dialogue journals. Sometimes students read aloud to the class. Many 

of the students commented on the pleasure of hearing stories read aloud. One class was 

filled with many tasks and I didn't read aloud until the class was almost over. Several of 

the students reminded me to not forget to read aloud. 



Each week as I read the students' journals, it was clear that they were making 

connections between the read-aloud experiences in our class and classroom observations 

they were making for TTE classes. Stella's observations in a fifth grade class where a 

teacher was reading aloud is an example of the connections the students made; 

The teacher began to read fi-om the book. There was absolutely no contrast in her 

voice, it was very monotone. The children did not participate. They were 

expected to sit still and listen. They did sit still but many stared off into space and 

day-dreamed. She asked after she read a passage what kind of imagery was the 

author using? No one answered so she explained and went on. I don't even 

remember what she read and feh like taking a nap along with the kids! This is the 

kind of teacher that ruins the joy of reading. . . . Worse yet, she handed out a 

worksheet. . . . 

Ginny describes a more positive observation of reading aloud in a seventh grade 

classroom; 

The class as a whole seems to love this . . While they are being read to, the 

students have plain white paper, and draw characters and scenes related to the 

story. . . . Ehiring the reading,. . . the teacher pauses to ask questions. . . 

However, more often than not, it is the students who halt the reading to ask 

questions or make comments. 

In addition to listening to books read aloud in our class, students were given 

opportunities to practice their own read-aloud skills in and out of class. This read-aloud 

experience proved to be a powerful learning tool for all the students. It was inspired by an 
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article in Reading Today (Butler, 1995) that described a similar project that Violet Harris 

uses in her children's literature class. 

Fostering a Love of Reading 

Each time I read aloud, I encouraged the students to respond. I promoted an 

aesthetic stance in which the students expressed their enjoyment of the ideas, situations, 

scenes, personalities, and emotions that were evoked and participated in the tensions, 

conflicts, and resolutions as they unfold (Rosenblatt, 1989). Many students also 

responded in their journals to books read aloud in class. Responding in class discussions 

continued the shared experience of the read-aloud. Responding in their journals gave the 

students opportunities to deepen their responses. 

My recent survey of the research literature about the reading practices of 

undergraduate students alerted me to the importance of stressing the aesthetic response to 

literature during the class. Carlsen and Sherrill (1988) analyzed autobiographical writings 

of their undergraduate students to access reasons why such students may not read. In 

their chapter on "Barriers: Why People Don't Read," Carlsen and Sherrill use excerpts 

from autobiographical writings of their students to explore the chapter topic. Many of the 

students mentioned traumatic experiences in school which contributed to their dislike of 

reading. Others wrote about the lack of aduh reading models in their growing-up years. 

Many of the literacy autobiographies in our class described similar negative 

experiences with literature. (See Chapter Five for a more detailed discussion of these 

experiences.) It was my aim to renew or ignite a love of reading for the students. A 
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second goal was to demonstrate for the students the insights that can be gained through 

reading. Stressing an aesthetic stance or afifective response was a way of accomplishing 

these goals. Blachowicz and Wimett (1994) suggest that encouraging affective response 

to literature is an important component of building a literate community in the preservice 

education classroom (p. 194). Based on this research and my own experiences, I carefully 

constructed experiences for the course that stressed the aesthetic stance and affective 

responses to the literature. The following excerpt from Paul's course evaluation expresses 

the students' response to the emphasis on the affective response to literature. "The 

biggest and most important thing in this course which contributed to my enjoyment of 

children's literature was that we actually got to enjoy it." 

The chronicle of our class meeting on poetry illustrates how the design of the 

course emphasized affective response. I started by reading aloud The Choice, a poem, by 

Dorothy Parker (1944). 

The Choice 
He'd have given me rolling lands. 

Houses of marble, and billowing farms. 
Pearls, to trickle between my hands. 

Smoldering rubies, to circle my arms. 
Youyou'd only a lilting song. 

Only a melody, happy and high. 
You were sudden and swift and strong 

Never a thought for another had I. 
He'd have given me laces rare. 

Dresses that glimmered with frosty sheen. 
Shiny ribbons to wrap my hair. 

Horses to draw me, as fine as a queen. 
You you'd only to whistle low, 

Gayly I followed wherever you led. 
I took you, and I let him go 

Somebody ought to examine my head! 
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After reading the poem aloud, I asked the class to read from their copies in unison. 

Then I asked for their response, "How does the poem make you feel?" We went around 

the class quickly with each person who wished giving a quick response. To keep their 

attention I stressed that the responses should not be repeated. Then I asked each group to 

design a response. They could select from these choices; a visual interpretation; a 

movement or dance; a song; a rap; a mime; a short drama; or any way they wished. I gave 

them time to practice before presenting for the whole group. When the groups shared, 

their responses were varied and creative. One group did a mime. Another sang a song 

to the tune of "You are my sunshine," with the lyrics somewhat changed. One group used 

their artistic talents to design a colorfiil portrait. Charlie's group wrote a poem. Everyone 

laughed and had fun. 

Then I gave them the Choice test that follows: 

Questions for "The Choice" 

1. Define each of these words: 

Billowing 

Lilting 

Smoldering. 

2. What was the only thing the suitor who was chosen had to offer the speaker? 

(Key Detail) 

3 What did the speaker do when her suitor would "whistle low?" (Stated 

Relationship). 



4. Why does the speaker never have "a thought for another?" (Simple Implied 

Relationship) 

5. What are the diflFerences between the two suitors described in the poem? To 

which one is the speaker more attracted? For what reasons is she attracted to him 

rather than the other suitor? (Complex Implied Relationship) 

6. The speaker expresses two dijBFerent feelings about choosing the man she did. 

What are the different feelings she expresses? Why does she have these different 

feelings? (Complex Implied Relationship) 

7. State the comment or generalization the poem makes about love or love 

relationships. Give evidence from the poem to support your conclusion. 

(Author's/Poet's Generalization)^ 

I handed the test out very dramatically, telling them not to turn it over until 

instructed. When they did turn it over, they very obediently started to write their answers. 

No one questioned me, no one protested. However, the fiin, lively tone of a few minutes 

before evaporated. I tried hard not to smile. Finally after a few minutes, I said, "You 

can't believe I was serious? Read over this test. What does it represent?" The tension 

was broken and everyone laughed. 

Scott answered "What we've had to suffer with poetry and why we don't like it." 

Through this experience the students realized the obvious contrasts between the more 

traditional way of using poetry in the classroom and celebrating and enjoying it. The rest 

' Taken from Writing About Literature b>' E. A. Kahn, C.C. Walter and L.R. Joharmeson 1984 Eric/NCTE 
p. 42 
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of the class was spent immersing the students in a variety of poetry as well as 

demonstrating enjoyable ways of sharing it in a classroom setting. Jennifer T, captured the 

feelings of the rest of the class when she wrote, "I was never a big fan of poetry and this 

(class).. opened my eyes to a whole new world of literature." Feedback from the students 

in their journals and evaluations made me think that stressing an affective response and 

aesthetic stance had allowed the students to regain or begin their appreciation of literature. 

Because I believe so strongly that a teacher's own passion and love for a subject 

will influence students in positive ways, I exhibited my own love of literature and reading 

in all our classes. Rebecca Lukens (1986) echoed my sentiments in her article, "Why 

Children's Literature Should Be Taken Seriously " She writes, "Teachers who love good 

books instill in their pupils a love of good books (p. 153)." Jennifer Z's final self 

evaluation made me think that I had accomplished this objective. She wrote, "I learned a 

great deal from Marilyn . . . about the importance of loving what you're doing as a 

teacher, loving your students, having confidence in your own ability to make a difference. 

.1 plan on being a positive role model for children in the future and will use the 

knowledge I have gained from this class ... to accomplish this goal." 

My first goal for the course was to immerse the preservice teachers in children's 

literature. Then students would begin to accumulate a knowledge of literature that would 

enable them to share it enthusiastically with their future students. The research clearly 

shows the value of a teacher who promotes the enjoyment of reading and the insights that 

can be gained through reading. Morrow (1991) argues in her article in the Handbook of 

Research on Teaching The English Language Arts, for the value of the teacher's role in 



providing a model for pleasure reading. She writes; "The teacher plays a critical role in 

influencing children's attitudes toward reading (p. 685)" 

I had another compelling reason for designing experiences that would emphasize 

the pleasure and insights gained from reading for the students. My survey of the research 

literature about undergraduates and preservice teachers reading practices had shown that 

many of these students did not read for pleasure. Morrow (1991) continues, " . . It is 

clear that substantial numbers of children and adults read neither for pleasure nor for 

information" (p. 682). For that reason the course included classroom experiences like 

reading aloud, and assignments like the poetry project that were designed to create or 

renew pleasure in reading on the part of the students. Jill S. described in her final 

evaluation how this goal was met; 

Over the semester, I have come from a person who likes to read, but doesn't have 

time to a person who will now make time to read a good novel. I realized how 

many great books are out there just waiting to be read. Before this class, I could 

have cared less. For this reason, I know I have a grown great amount in this area. 

I also had a second goal for the class. It was to model for the students effective 

ways to use the literatiire without basalizing it. The section of the syllabus under course 

intent describes this philosophy; 

The primary learning intent of this course is to facilitate your exploration of 

children's literature in a way that is personally meaningful to you. You will 

experience strategies for using literature in the process of interacting with books 

and each other. However, strategies are not a focus of the course. They are a 



means of expanding your understanding of the literature. Through the numerous 

experiences this course provides it is hoped that your personal enthusiasm for 

children's literature and its uses in the classroom will be ignited. (Adapted from 

Kathy Short, 7/95) 

The class on traditional literature and literary elements is an example of how this 

philosophy was put into practice. 

An experience from my workshops with teachers some years ago, alerted me to 

the importance of empowering teachers to break away from traditional patterns used with 

literature. When California districts were feverishly climbing on the bandwagon of the 

new Language Arts Framework (1987), I was employed by the Los Angeles County 

Office of Education to collaborate with the county language arts consultant in leading six 

fiiU days of staff development for teacher leaders from districts all over the county. The 

title of the workshops was "Literacy through Literature." The workshop series were 

offered twelve times over a three year period. The purpose of the workshops was to offer 

the teachers opportunities and strategies for augmenting the newly adopted basals with 

children's literature. One of our first sessions was planned for the teachers to evaluate the 

textbook's scope and sequence in order to note where they thought the textbook 

presentation needed to be expanded, enriched, skipped or verified. The teachers had great 

difficulty in participating in this exercise. (After the first series of workshops, the exercise 

was radically changed.) One woman spoke for many when she stated, "I don't know why 

we need any more literature when we have all the literature we need in these literature 

basals. Someone has done all the work for us. It looks good to me." 
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It took a great deal of time to demonstrate and discuss how the textbook 

publishers had altered the literature that was included in the text. We also discussed 

whether the teachers thought the textbook's activities met the needs of their pupils. We 

needed to think together about the voices, points of view, and issues that had been 

included, left out or needed to be augmented. When the teachers were ready to evaluate 

the textbook, they still were timid about taking a critical stance toward the text. They 

needed a great deal of support in discovering alternative choices in primary source 

documents, literature, realia, or audio visual materials. The rest of the workshop was 

spent in discovering ways of reading with literature that did not basalize the literature. 

This experience and others like it had convinced me that it is not enough to just share the 

literature with teachers or preservice teachers. Teachers need opportunities to experience 

alternative ways of sharing literature in their classrooms. Daniel Hade (1994) makes a 

powerful argument for such a way of valuing literature. 

We need to admit that what we value about literature isn't in the literature. 

Rather, it is the wc  ̂we read literature and the way we share our readings with 

others that we value. True, some texts are more rewarding to the way we read 

than others, but our pleasure in reading comes from a meeting of a way of reading 

text with an actual text. By arguing that the values of literature are in the 

literature, we have little with which to argue against those who turn literature into 

proficiency exercises. Instead, we should be advancing ways of reading and 

explain why these ways are perhaps preferable to others, (p. 41) 
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The ways we shared literature during our classes were carefully designed to model the 

value of reading literature in classroom programs and to demonstrate alternative ways of 

sharing and responding to that literature. 

The Learning Environment 

Before beginning the class I thought carefully about the steps needed to create a 

positive learning environment. The physical environment consisted of two classrooms and 

an abundant selection of children's literature. Since the books in room 534 were not 

circulated, each day I brought many books from my own collection for the student's use. 

In addition, students could borrow books from the library cart that was always fiilly 

stocked with a excellent selection of paperbacks. The arrangement of room 530, 

promoted group work with kidney-shaped tables for the students and rectangle-shaped 

tables for my displays of books and materials. Each day I set out books that connected 

with the day's topic in both rooms. I also displayed flyers announcing local conferences or 

speakers and professional books. 

I also concentrated my efforts on creating a learning community Short and Burke 

(1991) write: 

As classroom teachers, we have the major responsibility for establishing a learning 

environment that is conducive to the growth of the particular students in our 

classrooms. We are professionals who make decisions based on a knowledge of 

teaching and learning. . . (p 5) 



First, I wanted the class to have a warm, caring environment that would enable the 

students to freely ask questions, collaborate in exchanging ideas, explore new concepts 

and participate in their own learning. I utilized several practices I have already described 

to bring about this environment. For example, on the first day I made time for the 

students to become acquainted through the literacy dig. The students also got to know 

each other during time for group work at almost every class session. Since we changed 

groups four times during the semester, everyone in the class got to know each other. My 

aim was to achieve what Short and Burke (1991) describe as a learning environment that 

allows students to take advantage of what others have to offer, to really interact and learn 

from each other in order to create new potentials for ways of thinking. Jill A. 's journal 

entry just before midterm made me realize my aim was being accomplished; 

The other day I started thinking about our LRC class, and the room, and 

how it is such a cozy and cheerful environment. In my mind, the classroom was 

bright and colorful, but then I realized that there isn't really any decoration. . . It 

is the students and the teacher . . . (who) create a positive environment. .1 

think our LRC class has done a very successful job of creating a positive, friendly 

and open environment! 

The "open environment" that Jill mentioned also encouraged students to ask 

questions and take risks in class. When I misspoke or made mistakes in class, 1 was 

careful to acknowledge such mistakes. This openness seemed to encourage the students 

to take risks in our class discussions. Short and Burke (1991) write, "mistakes are a 

natural feature of all learning environments" (p. 17). 



Besides an environment that encouraged risk-taking I wanted our classroom to be 

a place where the students would tolerate multiple perspectives, particularly in our 

discussions of books. That meant that our classroom needed to be a caring place. Nel 

Noddings (1992) writes, . teachers not only have to create caring relations in which 

they are the carers, but that they also have a responsibility to help their students develop 

the capacity to care" (p. 18). I took time to create caring relations with the students. 

Some of the ways I demonstrated my caring for the students were: bringing specific books 

that they requested; listening to their concerns and questions; replying appropriately and 

warmly; writing at length in answer to their journal questions; preparing and planning for 

class; and creating a place where students fek they belonged. Paul's journal entry in 

April, demonstrated that the students were aware of how I cared for them. He wrote: 

As I think about this class, one of the most amazing things I have realized is how 

you as a teacher have made me feel so important and valuable as a person and an 

individual. I have not simply felt like one student in of class of 23,1 have feh like 

you really care about and value my opinions and feelings. I would bet that if you 

asked the other students in our class, they would also say they feel like you really 

appreciate and value their individual opinions. This ability to connect with 

individual students and make them feel respected and important is a fantastic 

characteristic. It makes students feel more comfortable expressing their ideas out 

loud and boosts their self-esteem tremendously, because they feel that someone 

really cares about them. 



To achieve this sense of caring and belonging, I created certain routines such as 

reading aloud that were intended to make the students feel comfortable. In some ways 

such routines became what Peterson (1992) characterizes as ritual, "a way of connecting" 

(p. 21). Soon I observed the students demonstrating that they were making cormections in 

their caring for each other. Charlie made the same observation when he wrote February 

22 in his journal; 

I read in Learning to Teach somewhere that there's a point in the life of a 

classroom where development reaches a point where the members of the class start 

feeling comfortable with each other and they start taking care of each other. 

Today in class I witnessed at least three incidents that lead me to believe 

this classroom has "arrived." 

1 Ginny announced a Job Fair for teachers. 

2. Jesus reminded future "Bloc-heads" about a mandatory meeting for 

those taking "the bloc" next semester. 

3. Another classmate mentioned a harp concert that would fulfill a 

requirement for Music 360. 

I think it's fascinating to see the dynamics of a classroom in action. 

Charlie's remarks indicate one of the ways in which the students were caring for each 

other by sharing important information. Michelle also wrote about the caring atmosphere 

of her classmates. She had been ill for some time and absent. When she returned the 

students welcomed her. Her journal entry marveled at such caring. 
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As the students began to demonstrate their caring for each other, their group 

collaborations became more productive. Their group dialogues about books became more 

spontaneous and richer. The first time the groups met together to discuss The Giver. 

(Lowry, 1994) some of them were done very quickly. They needed some prompting fi"om 

me to engage them again. However, as the semester progressed and the students' 

personal responses to stories were encouraged, their discussions became not only 

lengthier, but also more productive. Peterson and Eeds (1990) write that dialogue really 

comes to life when the students draw on their own experiences and base their responses 

on their own lives. The students had achieved what Short and Burke (1991) characterized 

as group members not only cooperating and working together but actively listening and 

thinking together trying to make use of the diverse perspectives available in the group. 

As dialogue about the books we had been reading unfolded both in dialogue 

journals and in class discussion, we all received insights and understandings that would not 

have been possible without the caring, learning environment that had come about. Short 

and Burke (1991) write: 

"When we are in learning environments that allow us to take fiill advantage of 

what others have to offer, to really interact and learn fi^om those around us, we 

create new potentials for ways of thinking" (p. 15). 

Evaluation 

New "ways of thinking" for students in the class also ceune in the form of 

evaluation used in the class. At the beginning of the semester the students were asked to 



write their own goals for the course. Then at midterm and at the end of the class, the 

students wrote evaluations describing how they had met those goals. In addition, they 

were asked to evaluate their author/illustrator presentations. In my interview with Amy 

she spoke about this evaluation aspect of our class; 

It was an unusual class, because we got to evaluate ourselves. I liked that. I think 

a really important part of learning is to evaluate what we do. If you know you are 

going to evaluate yourself, you can't lie. 

The syllabus described the evaluation process: 

Self evaluation is an integral part of learning. On 1/30 you will hand in your goals 

for the semester. At midterm, 3/7, you will be asked to revise those goals, if 

necessary, and write an evaluation of your learning thus far in the semester. At the 

end of the semester, 4/30, you will turn in an overall self evaluation of your 

learning throughout the course. Your grade will be based on both your and my 

evaluation of your growth and learning, the quality of your work, and your 

attendance, participation, and preparation for class. The course requirement and 

experiences outlined above are minimum standards for the course. Your work 

must meet and/or exceed these. 

As Goodman (1989) writes, "Self evaluation is the most significant kind of 

evaluation, pupils and teachers need to have a sense of why they are doing what they are 

doing so that they may have some sense of their own success and growth" (p. xiii). The 

opportunity to evaluate themselves was at first difficult for the students. Some had never 

before written goals for themselves in a class. They struggled with the goals and asked me 



questions about "what I wanted?" When we discussed how their goals would be 

individual and tailored for their own needs, they became even more confused. As the 

semester progressed, the students became more comfortable with outlining their goals and 

working toward them. Jennifer Z. expressed the feelings of some of the students when she 

wrote in her midterm evaluation. (See Appendix D for copies of the forms for evaluation.) 

My goals from the beginning of the semester are extremely vague and 

general. I don't think I understood the assignment clearly and assumed we were 

just supposed to make a few broad comments on our intentions in our first journal 

entry. This midterm evaluation outline helps me determine in a more clear and 

concise maimer what my goals are for the rest of the semester, because they 

definitely need to be revised. 

As the semester progressed it was impressive to see the students take charge of 

their own learning and set even higher goals for themselves. Charlie wrote in his final 

evaluation. "I am happy to report that I have at least met, and in some instances surpassed 

some of my goals for this semester. Nevertheless, most of these goals need maintenance 

so they all can be considered still in progress." 

Another part of the evaluation for the class was the resource notebook which 

served as a kind of portfolio of the student's work for the semester. The syllabus outlined 

the requirements for the notebook as; 

Your "notebook" will consist of materials you have worked on and collected 

during the course. The format should be whatever makes the most sense to you 



for your purposes. In organizing the "notebook," think about how you will best be 

able to use this resource when you are in a classroom or library. 

Many of the students seemed pleased to have the opportunity to gather their work 

into the resource notebook. Jill A. wrote in her final self evaluation, "I was so excited 

about having this notebook that I started putting it together before midterm. I think it's a 

great way to have everything organized for future use." 

The resource notebook and self evaluations were a powerful way for the students 

and me to gauge their growth and learning. Teresa demonstrated great growth during the 

class. She wrote in her final evaluation. 

During the course of the semester I feel I have learned a great deal. At the 

beginning of the semester I could barely name one author and no illustrators. Now 

I can name numerous ones and for some I can remember the titles of the books. I 

know many wonderful books now that I can recommend to my future students. 

. . . I have realized that literature must be used somewhat carefully in the 

classroom. .1 think I have learned a lot about how to use literature and to 

inspire a love of reading this semester. 

At the end of the semester the students wrote their final evaluation. In that 

evaluation they were asked to list their grade for the class. I was impressed that in every 

case I agreed with their assessment. The self evaluation process had proved to be another 

tool for learning in a powerful manner. 
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Reflection 

This chapter began with Oscar Hammerstein's lyric "how do you hold a 

moonbeam in your hand?" I referred to the lyric because it described how difficuh it was 

to explain our Spring semester Children's Literature class. Several of the students 

expressed the same feelings. Michelle wrote about the class in her midterm evaluation; 

It's indescribable. It's not at all like any class I've ever been in, and maybe ever 

will be in. The camaraderie is inexplicable in comparison to what I was expecting. 

Everyone is always there to cheer you up, even if they don't realize it. . But I 

don't feel like I'm even scratching the surface of my reaction to the class. It's 

powerfiil, and yet serene; serious, and yet fun-loving; overwhelming, and yet not 

enough. What else can I say? 

Through the descriptions and explanations in this chapter I have attempted to explain what 

seemed indescribable, a "moonbeam in the hand." In the writing I have come to a better 

understanding of the various elements of the class. Greene (1994) writes. 

We want our classrooms to be reflective and just; we want them to pulsate with a 

plurality of conceptions of what it is to be human and to be fully alive. We want 

them to be full of the sounds of articulate young people, with ongoing dialogues 

involving as many as possible, opening to each other, opening to the world. And 

we want them to care for one another, as we leam more and more about caring for 

them. We want them to achieve fHendships, as each one stirs to wide-awakeness, 

to renewed consciousness of possibility (p. 25). 
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I wanted to incorporate into the class all the elements that Green described. Chapter 

Seven will report how these elements were viewed by the students. 
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CHAPTER 3 METHODOLOGY OF THE QUALITATIVE STUDY 

If fiction is to help at all in the process of living, it is by illuminating 
its conflicts and its ambiguities. We read to find out more about 
what it is like to be a human being, not to be told how to be one. 
(Lively in Gilbar, 1990, p. 18.) 

This study focuses on preservice teachers and how they evolved as readers during 

the course I taught. Children's Literature in the Classroom, referred to in the previous 

chapter. It describes and analyzes the students' perceptions of themselves as readers in 

the beginning of the course. Then it documents the ways they evolved as readers. Finally, 

the study explores the significant aspects of the course that contributed to the ways the 

students evolved. I was interested in discovering if the experiences in the children's 

literature classroom helped my students become "eager to pass on the joy of literacy to 

their own students" (Brinkley, 1993, p. 210). 

To accomplish this inquiry, I used the research methods of a qualitative study. In 

this study, the term qualitative is used in a broad way to refer to several research strategies 

that will be used to gather and analyze data (Bogdan and Biklen, 1992). 

The main research strategy that was used in the study was that of teacher-

researcher. I inquired as a teacher-researcher about my own college classroom and 

students. Short (1993) states, ". . . Teacher research at the college level will help college 

educators to grasp more fully the potential of the theories and frameworks being 



implemented in public schools for transforming their own teacher-education programs and 

classrooms" (p. 156). 

My research concentrated on the students and their experiences as readers. The 

students' experiences as readers include their life histories as readers and their experiences 

in the children's literature course. Goodson (1992) suggests that in studying teachers, 

researchers need to examine the life experiences of the individuals. For that reason, the 

students' stories will not be limited to the context of the university class. To more fully 

understand these students' lives as readers, their personal experiences with reading at 

home and at school will be included. 

In order to provide a context for the university classroom experiences that 

contributed to the ways the students evolved as readers, the practices and activities in the 

course are part of the description of the study. Part of my authority as a teacher-

researcher is based on those classroom experiences. Newkirk (1992) describes the 

authority of the teacher-reseeircher which "comes primarily from experience in the 

classroom, from questioning, observation, and reflection (p. 7)." Newkirk also notes that 

teacher-research is distinguished by the relationship of the teacher-researcher to her 

material: 

Traditionally, the academic researcher maintains a detachment and does not 

foreground attitudes or emotions in the writing (though this is beginning to 

change). . . The emotional life of teaching, cannot-and should not-be excised from 

teacher research ... (p. 7) 



Strong emotional bonds were forged during the course between the students and myself 

and between fellow classmates. Those bonds and the emotional life of our class are also 

be a part of the description of the class. 

The students' voices are an essential part of this study They are included through 

telling their stories as readers. David Wilson and Joy Ritchie (1994) write, "As 

researchers using stories in our work, we need to remember the nature of stories-they are 

not neutral objects. They invite us-even command us-into relationship with their tellers (p 

187)." 

Using the students' voices and the emotional life of the classroom provides an 

description that is detailed and rich. Merriam describes a criteria for this portion of my 

study. " . The end product . . is a rich, 'thick' description of the phenomenon under 

study" (p. 11). Such a rich narrative enables my study to match the criteria for 

trustworthiness set by Lincoln & Guba (1985). Part of establishing trustworthiness for the 

study involves transferability. Transferability is "a detailed description of the context, 

participants and activities involved so that readers can get a sense of how close the 

situation is to their own and use what is of value to them" (Isakson & Boody, 1993, p 

32.) 

Questions for the Study 

The following are the questions that frame the focus of my study: 

1 How are the preservice teachers described as readers when they 

enter the course. Children's Literature in the Classroom, LRC 480'' 



2. What was the preservice teachers' past history with literacy? 

3. In what ways do the preservice teachers evolve as readers over the 

semester in Children's Literature, LRC 480? 

4. What is the participants' view of the most significant® aspects of the course? 

Which of these aspects contributed to their changes as readers'' 

These research questions are designed to be open-ended. My purpose was to elicit 

the preservice teachers' perceptions of themselves as readers in the beginning and at the 

end of the course in children's literature. I thoughtfully constructed my questions with an 

understanding of the complexities of the issues. As the study unfolded, the questions 

evolved. In the beginning of the study these were the questions: 

1. What are preservice teachers' perceptions of themselves as 

readers as they enter the course. Children's Literature, LRC 480? 

2. What is the preservice teachers' past history with literacy'' 

3. In what ways do the preservice teachers' perceptions of themselves as 

readers evolve over the semester in a children's literature class'' 

4. What is the participants' view of the most significant aspects of the 

course which contribute to their perceptions of themselves as readers? 

The questions were changed as a result of my first analysis of the data. Two 

reasons for this change emerged fi-om the data. First, if I confined my analysis to the 

students' perceptions, much of the data would have to be ignored. Second, it was difficult 

® The term significance is use to indicate importance. It is not used as a statistical term. 



to qualify statements in the data as students' perceptions. The revised questions allowed a 

more comprehensive use of the data and guided the analysis portion of my study. 

Data Sources 

There were multiple opportunities to collect data throughout the semester. Le 

Compte and Goetz (1982) stress the value of multiple data sources as the best way to 

establish internal reliability and validity. Merriam (1988) also advises that multiple 

methods of data collection strengths reliability as well as internal validity. 

The following are the primary sources of data from the students: 

1. Written sources; 

a. literacy autobiographies, 

b. an initial information sheet and questionnaire about reading 

practices, 

c. dialogue journals between the students and the instructor 

and between the students and the students, 

d. midterm and final self evaluations, 

e. final course evaluations. 

2. Final interview, both audiotaped and transcribed. 

The following are the secondary sources of data from the students; 

I. Written sources; 

a. reading records, 

b. project evaluations. 
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c. exit cards, 

d. Instructor's T.C.E. Report issued by the Instructional 

Assessment and Evaluation Services of the University, 

e. Class notes taken by Ginny. 

2. Conversations with students during open house and office 

hours. 

The following are the secondary sources of data from the instructor: 

1 Written sources; 

a. A daily teaching journal, 

b. Theoretical memos, 

c. The course syllabus. 

2. Conversations with other instructors of the course. 

Information Sheet and Questionnaire 

The data collection began with the first assigrmient in which the students were 

asked to complete an information sheet and written questionnaire. (See Appendix F for a 

copy of the questionnaire.) I adapted portions of the "Reading Interview" by Burke 

(Goodman, Watson, Burke, 1987, p. 219-220), with appropriate selections from 

Mikulecky's "Behavioral Reading Attitude Measure," (1976) and "a single impulse, 

developing responses to literature" (1984) from the South Australian Department of 

Education. As I read these initial responses I looked for how I could describe the 

preservice teachers as readers. This first data is a primary source of information for my 
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study since one of the main questions of this study deals with how the preservice teachers 

began the course as readers. 

The questionnaire was used a second time in the final interview with eight of the 

students. The reason for using the questionnaire a second time was to provide an 

opportunity to compare each set of answers to gauge how the students had evolved as 

readers during the course. 

Students' Journals and Literacy Autobiographies 

Other sources of primary data were the students' journals and literacy 

autobiographies. The literacy autobiographies were completed at the beginning of the 

semester. (See Appendix G for a copy of the assignment.) These writings described the 

students' literacy history. Copies of the autobiographies were shared with the students 

and many wrote about what they had read in their journals. The literacy autobiographies 

served as a catalyst for new understandings that were discussed in the journals. The 

journals provided insights about other on-going changes the students were making in the 

course. 

Course Evaluations 

Primary sources of data were also the preservice teachers' midterm evaluations, 

final self evaluations and course evaluations. (See Appendix D for copies of these 

assignments.) These documents were a rich source of insights about how the students 

evolved as readers. In addition, these evaluations gave me insights about what aspects of 

the course contributed to the ways the students evolved. 
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Final Interview With Selected Students 

After reading the students' final self evaluations, I selected for follow up 

interviews those who described in detail how they had changed as readers. Originally I 

selected twelve students to interview. However, since four of those were unable to meet 

with me after the end of the semester, I interviewed eight students. The interviews took 

place over several weeks after the end of the semester. 

The interviews continued the focus on how the students evolved as readers and 

allowed opportunities for more in-depth conversations Seidman (1991) states, 

"Interviewing allows us to put behavior in context... (p. 4)." I used the questions fi-om 

the original questionnaire for the interview and added new questions. Using the same 

questions for both the questionnaire and the post interviews was one way to insure the 

dependability of the study. Bogdan and Biklen (1992) described good interviews as 

"those in which the subjects are at ease and talk freely about their points of view." (p 97). 

To encourage the students to talk freely I gave them several choices of interview sites. 

Several chose to come to my home, the rest selected a cafe where we were free to talk. I 

relished these opportunities to know more about the students as readers. I had several 

occasions to follow Bogdan and Biklen's advice to probe the respondents to be specific 

and ask for examples. The interviews were audiotaped and transcribed and are another 

primary source of data. (See Appendix F for the pre and post questionnaires.) 

Secondary Sources 

Secondary sources of data were gathered from the student's reading records, 

project evaluations, exit cards and the Instructor's T.C.E. Report issued by the 
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Instructional Assessment and Evaluation Services of the University. An unexpected 

source of data was found in one student's thorough notes taken during the class. When 

Ginny handed in her final notebook, I discovered these notes. She had made a complete 

chronicle of the class. Reviewing her notes filled in some gaps in my memory since my 

journal was often completed many hours after the class. Utilizing these varied sources of 

data enabled the study to meet the standard of credibility described by Lincoln and Guba 

(1985). In addition, the use of such varied and multiple sources supported the findings of 

the research by utilizing methods of triangulation. Triangulation allowed me to verify the 

accuracy of the data especially since the students may have told me what they thought I 

want to hear. 

Other secondary data included a daily teaching journal that I kept about the class. 

I included observations of occurrences during the class as well as the mood of the class 

and the daily routine. After each class period, I constructed a narrative about the class 

that served as a reflective commentary. "Narrative as a research device is not new to the 

field of education . . ." (Hollingsworth, 1994, p. 11) These observations enabled me to 

be a participant observer (Merriam, 1988). The daily journal helped achieve the standard 

of confirmability described by Lincoln and Guba (1985). In addition, the fi^equency and 

consistency of these journals entries, enabled me to better reflect on and interpret the data. 

In addition to my daily journal, I wrote theoretical memos to myself about what I 

was learning and observing as the study unfolded. I followed the advice of Bogdan and 

Biklen (1992) who suggest, " Write memos to yourself about what your are learning." (p. 
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159), This practice promoted a reflection about the issues being raised in the study and 

allowed me to begin to try out ideas and themes I saw emerging in the data. 

Another secondary source of data was the course syllabus. During the semester, 

changes were made in the syllabus to reflect the student's interests. For example, after 

midterm, we revisited several topics that the students had indicated a need for in their exit 

cards. For this reason the syllabus was an interesting source for analysis. 

During the semester, the of the three sections of LRC 480 and Dr Dana Fox met 

weekly to share ideas about the class. I used these meetings as opportunities to consult 

with my colleagues about issues in the study. The use of these regular consultations also 

contributed to my triangulation of the findings. 

Another opportunity to consult with a colleague was provided by Debra Jacobson 

who agreed to be my peer debriefer. Debra is also a Ph.D. candidate in the LRC 

Department. I spoke with Debra on a regular basis and she provided opportunities for 

reliability checks during my analysis of the data. Since she was teaching LRC 480 in the 

semester following the course I taught, she had helpful insights as I shared my concerns 

about analyzing and reporting the data. Our conversations also contributed to the 

triangulation of my findings. 

Data Analysis 

This section chronicles the steps in the analysis of the data. I referred to Bogdan 

and Biklen (1992) and Merriam (1988) several times during the study as I analyzed the 

data. 
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Preliminary Analysis 

In my role as instructor of the class I read and responded to all the written work 

produced by the students throughout the semester. This responsibility allowed for a 

preliminary analysis of the data. Merriam stated: "Data collection and analysis is a 

simultaneous actiyity in qualitative research" (p. 119). My preliminary analysis of the data 

assisted me in formulating additional questions for the final interviews. This analysis also 

allowed me to follow-up on issues about which I was not clear in the interviews. 

Bogdan and Biklen (1992) also advised playing with metaphors, analogies, and 

concepts during the data collection part of the study (p. 162). The memos that I have 

described enabled me to do so. In addition the memos offered opportunities to make 

coimections and answer questions, such as "How does this data relate?" 

Organizing the Data 

My first step was to organize the data. I used numbered folders for each student 

to hold the data. Each number corresponded to the student's name on a roll-sheet of the 

class. Each document in the folder was given a number and if necessary the pages for 

each document were numbered. As I added new documents, for example the 

transcriptions of the interviews, they were numbered and inserted in chronological order. 

In some cases student folders held more than fourteen documents, some documents were 

fifteen pages long. The student folders, my journal of the class and other documents were 

placed in a crate that could be easily moved fi'om one work space to another. 
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Enhancing the Analysis 

With the support of my dissertation director. Dr. Kathy Short, I decided on the 

order in which I would write the dissertation. The plan was to begin with Chapter Two, 

continue with the four analysis chapters, this chapter and the introduction chapter and end 

with the final chapter. We also decided on a schedule for the production of the writing. 

I started my analysis by writing a chronicle of the class for Chapter Two including 

the theoretical basis of the curriculum. I reread and reviewed all my journal entries, 

Ginny's notes, the exit cards, my memos and the syllabus. IXiring this process I made 

notes, asked questions, and developed the ideas that I wanted to include in the chapter In 

addition, I highlighted pertinent passages to later connect with the student data. 

Revisiting the class in this way prepared me for the coming analysis chapters since it 

refi-eshed my memory of specific incidents. This process continued with the writing of the 

chapter as I continually reviewed the students' data and became familiar with it. I found 

as I wrote that Bogdan and Biklen's (1992) words were correct, "Many authors have said 

that writing helps them to think" (pi96). As I constructed my narrative about the class I 

achieved new insights about the meanings of events during the class. 

Another method of enhancing my analysis was the ongoing review of the literature 

I undertook while I was collecting and analyzing the data (Bogdan & Biklen, 1992). My 

ongoing literature review also aided my understanding of which past findings have a 

bearing on my study. In addition, the review offered confirmation or correction of ideas I 

was developing. 
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Before beginning the process of analysis I reviewed my proposal to be clear on the 

focus of my questions. I was concerned that with all the data I had collected I might get 

oflF track and not pursue my original questions. Mohr and Maclean (1987) describe this 

difficulty, "Teacher-researchers begin with what is ab-eady familiar to them-their students 

and their classrooms. As a result, it is difficuh to gain distance and perspective . (p 

62). 

Developing the Coding Categories 

My next step was to reexamine all the student data in order to begin to developing 

coding categories. To give focus to this activity I started with the eight students I had 

interviewed and then included all the students' data. As I read, I made notes, asked 

questions, considered possible patterns and themes, and cited likely quotes. I also kept a 

running list of the major ideas in the data as I searched for common patterns. My purpose 

at this point was two-fold, first, to familiarize myself with the data and then to begin to 

develop coding categories for my analysis. 

I followed Bogdan and Biklen's (1992) guidance about the steps in developing a 

coding system (p. 166). As I applied the coding categories, I continually refined them. In 

many cases I saw places where the coding categories could be collapsed. I continued to 

refine the coding systems during the analysis process. 

After completing this process, I decided to approach each question in my study 

separately. I began with the first question (How are the preservice teachers described as 

readers when they enter the course. Children's Literature, LRC 480*^). Starting with this 



98 

question enabled me to inform myself about the students' literacy histories and their 

current attitudes and practices regarding reading. 

Again, I reviewed all the student data. However this time I just focused on two 

documents, the original questionnaire and the literacy autobiographies. As I reviewed the 

data I established the coding categories which corresponded to the questions on the 

questionnaire. Since the data for that document was comprised of the students' answers 

to those questions, the coding categories matched those questions. Therefore the coding 

categories for question one are: reading materials; purposes for reading; attitudes toward 

reading; reading frequency; knowledge of authors; book selection; reading proficiencies, 

idiosyncratic reading practices. Within these coding categories there were some 

subcategories which follows Bogden and Biklen's advice to "break the major codes into 

smaller categories" (p. 177). 

Evolving a Svstem of Working with the Data 

At this point I struggled with the mechanics of working with the data. Bogdan and 

Biklen (1992) advised several different ways to sort the material, "the cut-up-and-put-in 

folders-approach," "the file card system," and computer analysis.. I tried each of these 

methods and for various reasons none of them worked. I tried alternate approaches for 

example, using tabs on the data for coding. Again, with the numbers of documents these 

systems were also unworkable. 

Finally, I developed a spreadsheet for the questions on the computer using 

Microsoft Excel software. (See Appendix I for a sample of the form.) There are 



99 

numbered columns across the page for each of the categories that had emerged from the 

data. The numbered rows ruiming down the page correspond to each student's number. 

The following describes my method for analyzing the data as I utilized the 

spreadsheets. First, I printed out the spreadsheets for each question and assembled them. 

I then revisited the data and made notes in the appropriate columns, adding symbols for 

pertinent quotations to include in the written document. To be able to easily find the 

information I was recording, I noted the number of the document and its page number 

along side the notes. I also made notes on the data, entering the number of the question 

and the column. Following this system enabled me to refer back to the original data and 

to check information as well as to locate quotations to use. I followed this routine with all 

the questions. Chapter Four through Seven describes in detail the data sources used for 

each question. 

After all the data had been entered on the spreadsheets, I taped them together so I 

could easily look down all the rows and across the columns. To be able to see this 

material, I taped it on a large wall. Then I began my analysis in earnest. I read down the 

columns for each category to develop fiirther patterns and themes. I used different 

colored highlighters in the columns to underline prominent, recurring themes. For 

example, one of the categories for question one concerned the students' views of 

themselves as readers. As I studied the columns and made notes I realized that they had 

two views, one about the improvement of reading abilities and the second about affective 

elements of reading. Cramer and Castle (1994) define these elements as including reading 

attitudes and reading motivation. When I identified these views, I highlighted them as 
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they appeared in the columns in different colors. This technique made it easy to then see 

the pattern within the category. 

Being able to see all the spreadsheets on the wall proved to be beneficial. One 

result was it was easier to see where some categories overlapped. I was then able to 

refine and adjust these categories. Another benefit was that I began to see patterns and 

relationships reading both across the rows and down the columns. Questions emerged 

fi-om examining the data that could be answered by noting the relationships between the 

columns and the rows. For example, in the analysis for question two, I was able to see a 

pattern of early family influences about reading as I read down the columns. I wondered 

about the students who said they had no such influences. I examined the data to see if 

there was any connections between the absence of family influences and other categories. 

I found several connections that are described in detail in Chapter Five. 

Another benefit of using the spreadsheets was the opportunity to see the range and 

diversity in the data for the first time. As I made notes down the columns I saw that not 

every item could be part of the emerging patterns. For example, when analyzing the data 

for question two I found that there were various disconnected experiences reported in the 

literacy autobiographies that could all be categorized as special memories. However, 

there was no pattern within this category. Each of the memories were unique. My 

analysis of this category helped me realize the individuality of each reader. 

Finally, using the spreadsheet also allowed me to compare the categories between 

the questions. For example, when I looked for how the students evolved as readers, I 

could compare the same categories for two questions by reading across the columns for 
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each student. I used a red pen to note "change" on the spread sheet when I compared the 

columns for different questions and saw changes. 

Problems in the Analysis 

Once I established the procedures for my analysis, I was free to continue my 

analysis of each question. In the process I came across several problems. First, as I 

continued the process, I sometimes found something I had missed for a previous question. 

To remedy this I was able to add to the notes on a previous spread sheets and refine my 

analysis. 

Second, I also found a glitch in the collection of the data. When I photocopied the 

students' work, I copied samples from their reading records. Since each of their records 

were sometimes over one hundred pages this seemed like a good decision. However, as 

the analysis unfolded I began to think that having the complete reading records would 

have added to my understanding of the exact books they read, the diversity of those books 

and the range of titles. Unfortunately there was no remedy for this problem. 

Third, the analysis of coding categories for question three and four proved 

difficult. Question three (In what ways do the preservice teachers' evolve as readers over 

the semester in Children's Literature, LRC 480?) initially posed some problems. Since I 

needed to be able to demonstrate how the students evolved, I realized I would have to 

compare questions one and three. For that reason, I decided to use the same categories 

for both questions. In addition, I added some categories for question three that emerged 

from the data. 
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There was an additional problem in the analysis of question three. This problem 

arose because I had only used the questionnaire twice in the case of the students I 

interviewed. It would have been helpful if I had analyzed the first data in depth before the 

class ended so I could have asked specific foUow-questions on the final evaluations. It 

proved to be difficult to analyze the data since the questionnaire was not used a second 

time for the students who were not interviewed. Perhaps, there would have been more 

data to contribute to the overall pattern of change if this had been done. One of the 

reasons that I did not use the questionnaire a second time with the whole class was that I 

was hesitant to ask the students to do assigiunents just for my study 

Question four (What is the participants' view of the most significant aspects of the 

course? Which of these aspects contributed to their changes as readers?) also presented a 

problem when I came to the analysis. I had some difficulty in deciding on the categories. 

The categories that emerged from the data did not specifically connect with the ways the 

students had noted they evolved as readers in the analysis of question three. I decided to 

use as categories the changes mentioned by the students. But when I tried to analyze the 

data with those categories they did not work. This episode made me realize the wisdom 

of grounding categories in the data. At this point I received helpful advice from both Dr 

Short and Debra Jacobson. I decided to use the categories that had emerged from the 

data. As I discovered influential aspects of course, I also searched for reasons why it was 

influential. I went forward with the analysis for question four following this routine 
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A Final Analysis 

After I had finished my analysis for question four and described the ways in which 

the students found the course significant, I still needed to connect those ways with how 

the students evolved as readers. (I describe this process in detail in Chapter Seven.) To 

do this I decided to reexamine the data. This time I decided to only look at the students' 

answers to two questions on the final course evaluation and in the transcripts of the 

interviews: With this more narrow focus I was able to speculate on the connections 

between the changes the students made as readers and the significant aspects of the 

course. 

Trustworthiness and Validity of the Teacher Research 

The study will be guided by the following standards for trustworthiness attributed 

to Lincoln and Guba (1985), and described in detail by Isakson and Boody (1993), I will 

relate how these authorities describe each standard and then explain how my study 

complies with that standard. 

Credibility 

The standard of credibility is described in the following way: 

The report of the study should be believable to readers and accurate according to 

the other participants in the study. Ways to achieve this include multiple data 

sources and types of analysis, talking over data and ideas with a colleague, looking 

for exceptions to conclusions generated, and checking descriptions and 

interpretations with other participants, (Isakson & Boody, 1993, p, 32) 
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The following discussion describes in detail the ways the study evidenced 

credibility. First, I used varied and multiple sources of data. Second, I had opportunities 

to talk about the class with the other teachers of LRC 480 and Dr. Dana Fox in our 

weekly meetings. Also, I had regular conversations with Debra Jacobson during the 

analysis portion of the study. A fourth way I was able to insure credibility for the study 

was by checking the transcripts of interviews and analysis of findings with the students. 

Ginny and Charlie, students in the class, offered this opportunity to add to the credibility 

of the study. They were willing to read the written report of the class. They provided 

affirmation of the validity of the report. Fifth, one of the students, Ginny, took complete 

notes during the class. As I went through her Resource Notebook, I noticed that she had 

included notes that would be helpful to my analysis. I obtained her permission to make 

copies of the notes after the class was completed. I referred to these notes several times 

to confirm or correct observations in my journals. These elements of the study all 

contribute to its credibility and to triangulation of findings. (Mohr & Maclean, 1987) 

Transferability 

The standard of transferability is described in the following way: 

The report of the study should mclude detailed descriptions of the context, 

participants, and activities involved so that readers can get a sense of how close 

the situation is to their own and use what is of value for them. (Isakson & Boody, 

1993, p. 32) 
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I have ah-eady described how the report of the study utilized the voices of the 

students in relating their reading stories. In addition, the final document contained a 

detailed description of the course, the participants and their activities. These two elements 

will enhance the transferability of the study. 

Dependability 

The standard of dependability is described in the following way; 

The researcher's decisions and activities should be consistent and dependable as 

documented by the research record. (Isakson & Boody, 1993, p. 32) 

Safeguards in working with the students as well as obtaining their permission to 

use their work helped protect the dependability of the study. When the study began I was 

concerned whether the students might be uncomfortable about my roles as instructor and 

researcher. Since I was serving as the instructor of the preservice teachers I had chosen to 

research, I was careftil to approach the prospect of studying them. Seidman (1991) 

advises "it is wise to avoid interviewing participants who you supervise." (p. 32 ). I went 

forward wdth the research with the following safeguards. First, I established a comfortable 

rapport with my students. In the fall semester's class, that rapport was established. The 

students' writing demonstrated that they were at ease in giving me feedback and 

responses that were sometimes unexpected. Melissa wrote in the course evaluation; 

I felt really comfortable talking with you and feel that I could bring up anything 

and most likely still feel comfortable. I also thought it was nice how you were 
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open for ideas and that our ideas were valued, instead of your ideas being the only 

ones shared and valued. 

Second, before I gathered data from the preservice teachers in the children's 

literature course, I requested permission to use their work. I used the same form that I 

used during fall semester to gain authorization (See Appendix H for the form.) The 

permission forms were given to Dr. Short, my dissertation director, in a sealed envelope. 

After the end of the semester. Dr. Short returned the envelope to me and I found that all 

the students had given their permission. 

Next, I asked permission to interview the students and use quotations from their 

interviews. I made it very clear that I would not be in the role of their instructor but in the 

role of a fellow student who is involved in research. For that reason, I waited to 

interview specific students until after the semester was over in order to make clear that the 

results of the interviews had nothing to do with their evaluation or grade in the course. 

Lastly, I carefiilly considered all assignments to be sure that the students were not 

asked to do any extra work for my study. With these safeguards I hoped to avoid 

Seidman's concerns. In addition, these safeguards added to the dependability of my study. 

Confirmabilitv 

The standard of Confirmabihty is described in the following way; 

The data and interpretations should be supported by what the researcher did and 

recorded in logs or field notes. (Isakson & Boody, 1993, p. 32) 
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My class journals, memos and student exit cards meet the standard of 

confirmability After each class session. I wrote a short but detailed record of the events 

during the class. I tried to be as accurate in my perceptions and observations as possible. 

I particularly focused on the student's as readers. I also attempted to approach my 

classroom observations with what Spradley (1980) described as a wide-angle lens. I did 

this in order to attempt to describe more information than just my perspective. This class 

journal promoted the validity of my study with "frequent and consistent observations." 

(Mohr & Maclean, 1987) The journal also was useful as the data was analyzed to support 

interpretations. The memos written during the class add to the validity of the study by 

providing opportunities for "reflection on and interpretation of the data" (Mohr and 

Maclean, 1987). Several times during the course I asked the students to fill out exit cards 

just before leaving class. I asked the students to respond to specific questions to elicit 

their impressions about various elements of the class. These exit cards provided insights 

about the students' thinking that contributed to the confirmability of the study. 

In these ways I attempted to insure the trustworthiness and validity of my teacher 

research. I hoped to achieve the kind of insights Mohr and Maclean (1987) describe, 

"Teacher-researchers' . . . insights gain validity through the honesty and rigor of their 

questions, their analyses, and their acknowledgment of what happens as they teach" (p. 

63). 
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Reflection 

During my analysis of the data there were several times when a tension developed 

between my roles as the instructor of the course and teacher-researcher. Mohr and 

Maclean (1987) describe this problem. "The difficulty lies in becoming not teachers or 

researchers, but both" (p. 55). I was comforted by their words that "Most teacher-

researchers experience this conflict" (p. 57). My problem was in gaining distance and 

perspective about my analysis. Those that read my account will have to evaluate if I 

overcame this challenge. 

I utilized a variety of data sources in my study of preservice teachers as readers. 

The data collection and analysis I used has been comprehensive and have allowed me to 

understand the students as readers in new ways. In addition, I gained new insights about 

the significant aspects of a preservice education course. My analysis allowed me to make 

discoveries that were not apparent even after teaching a class for a semester. My learning 

about the students and the course involved a search for connections between the students' 

evolution as readers and their views of the significant aspects of the course. In doing so, I 

made sense out of my experiences in the course. Short (1993) called for research to 

investigate the effectiveness of courses in preservice teacher education. I believe this 

study is an important part of that investigation. 
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CHAPTER 4 PORTRAITS OF PRESERVICE TEACHERS AS READERS 

Books have not only changed my life, they have given me so much of my life. 
(Houston in Elleman, 1994, unpaged.) 

In order to understand how a course in Children's Literature influences preservice 

teachers as readers I decided I needed background information about the students. This 

chapter will relate the themes and patterns that emerged from the analysis of the data to 

uncover background information and answer the first research question; 

1. How are the preservice teachers described as readers when they enter the 

course. Children's Literature in the Classroom, LRC 480? 

Two primary sources of data in the form of an information sheet/questionnaire and literacy 

autobiographies were examined to provide the information on the students. (See Appendix 

F for the questionnaire and Appendix G for the literacy autobiography assignment.) The 

students' answers on the questionnaire demonstrated their views of themselves as readers. 

After examining the data, I discovered that the literacy autobiographies were mostly 

concerned with the students' life histories as readers. For that reason, the autobiographies 

provided only a small portion of information. 

The students were asked to respond to the questionnaire about their reading 

practices, views and attitudes and return it at the second class meeting. The questionnaire 

proved to be helpful in not only understanding the students as readers but also in designing 

the curriculum of the class to meet their needs. For the written questionnaire I had 

adapted portions of the "Reading Interview" by Burke ( Goodman, Watson, Burke, 1987, 
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219-220), with appropriate selections from Mikulecky's "Behavioral Reading Attitude 

Measure," (1976) and "a single impulse, developing responses to literature" (1984) from 

the South Australian Department of Education. The categories that emerged from the 

data corresponded closely to the categories that were the focus of the questions in the 

questionnaire. The following categories are discussed: reading materials; purposes for 

reading; attitudes toward reading; reading frequency; knowledge of authors; book 

selection; reading proficiencies; idiosyncratic reading practices. 

Some of the patterns that emerged among the students in the class as I analyzed 

the data were specific to individual students and others occurred across the range of 

students. In addition to the questionnaire and the literacy autobiographies, conversations 

with the students and journal entries were examined. The combination of using the 

literacy autobiographies, the questionnaires and the secondary sources of data provides a 

profile of these undergraduate readers. 

I have used the students' voices as much as possible to show their thinking and to 

illustrate the core categories that emerged from the data. The students' voices offer the 

reader an opportunity to get to know them as readers and to hear their diverse 

perspectives. 

Reading Materials 

The first category that emerged from my analysis of the data was concerned with 

the reading materials that the students mentioned in their responses to the questionnaire I 

consulted the professional literature to inform my understanding of the students' choices 
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of reading materials. DeKoflf (1982) in her report on adult reading practices describes two 

kinds of readers, book readers and non-book readers. Her definition of non-book readers 

is "a person who reads only magazines and/or newspapers." (p. 1) If I utilized this 

definition many of my students would be categorized as non-readers and to categorize my 

students as non-readers because they may not read books but only magazines and 

newspapers is too narrow. The data definitely disputes such a finding. I sought a more 

inclusive view of reading materials and fi"equency of reading. Kline (1994) states, 

people are reading and M/hy they are reading it is certainly undergoing change. But that 

kind of change has been underway since Gutenberg" (p. 13). He goes on to describe 

possible sources of reading materials that is inclusive; 

Urban graffiti, bumper stickers, and boardwalk T-shirts carry messages 

almost exclusively in print. It is true that, most are lavishly illustrated or 

illuminated, but many are also pure poetry, and a marvelous few are even profound 

in their vernacular wisdom and insight, (p. 14) 

I will take Kline's wider view in considering the students choices of reading materials. 

The students mentioned magazines, novels, books of information, newspapers and 

The Bible. The reading materials that the students mentioned had to do with voluntary 

reading. Ken Goodman (1996) proposes that, "Students must reach the point where they 

choose to read when there is nobody to make them do it. . ." (p. 20). The focus of my 

questions was to ascertain what the students read when there was no requirement to read. 

However, as I analyzed the data it became clear that the students' purpose for reading was 
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closely tied to their selection of reading materials. Therefore this section will first describe 

what the students read and then the next section, purposes for reading that material. 

Mapayinps 

Magazines which demonstrate a wide range of interests were a popular source of 

reading material for the students. Nineteen students mentioned specific magazines on the 

questionnaire. They were answering these questions on the questionnaire: "Do you 

regularly read newspapers or magazines? If so what? Do you subscribe to or read any 

magazines or periodicals regularly? If so, what Thirteen of those noted that they 

subscribed to magazines. Jennifer. T. has fifteen subscriptions, Michelle mentioned four, 

Jennifer Z., three. 

The following magazines were mentioned by more than one student. Women's 

magazines like Redbook. Glamour. Mademoiselle were listed more often than any other 

type, by eight students, which isn't surprising since sixteen of the students in the class 

were women. News magazines like Time. Life and Newsweek were a close second, listed 

by seven students. Outdoor and sports magazines were also popular with five male 

students with titles like Sports Illustrated. Baseball Weekly and Backpacker. Four others 

recorded magazines concerned with food and health. Three students read magazines 

focused on the home like Good Housekeeping. Country Living. Home and Desiign. 

Religious periodicals were mentioned by three students as a daily or weekly reading 

source. 
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These magazines were only mentioned once; Consumer Reports: Fortune: People: 

Elementary School Journal: National Geographic. Game Map;a7ine Working Parent: 

Vanity Fair: Arizona Highways: Readers' Digest. Some students like Ginny and Liz did 

not mention specific titles but instead described interest areas. Ginny described 

Magazines about people, science and technology and music." She also noted that those 

magazines she likes to read most, "... Are anything that can enlighten and excite me 

about current deyelopments in science, people in the music industry, and the field of 

education." Liz specifically noted that her choice of magazines depends on her current 

interests. "For instance, recently I haye been reading magazines on remodeling and 

kitchen and bath magazines due to the fact that I am remodeling my kitchen." 

The magazines that the students listed demonstrate a wide range of interests It is 

interesting to note that the subjects the students selected to read about reflected their 

choices for their own enjoyment or information. Goodman (1994) describes recreational 

reading as one of the major purposes of reading, "What all recreational reading has in 

common is that it is done at the reader's discretion, for the reader's own enjoyment, and 

by personal choice." (p. 1116). 

Books 

The students' lists of books also demonstrate their wide range of interests, 

howeyer in the case of fiction these interests are expressed in the students' choices of 

genres. The most popular genre mentioned in fiction by fiye students was mysteries. The 

following genres were mentioned at least by two students; fantasy, romance, medical 
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stories. Adventures and historical fiction were each listed by one student. One student 

related that she goes through phases of reading "trashy sex novels." Several students 

mentioned that they enjoy reading books in a series. Charlie noted that when he discovers 

a new author he reads everything he can by that author. Stella referred' to classics that 

she enjoys reading. "I do . . .. enjoy reading my favorite classics over and over. Gone 

With the Wind. Favorite Stories by James Herriot, Jane Evre. Wuthering Heights. Shogun. 

Taipan. Noble House. The Winds of War. War and Remembrance. Great Expectations. 

Dracula and Frankenstein." Although not all these titles would be considered classics, it is 

interesting to note Stella's taste in books. 

When the students noted nonfiction titles and their topics a diversity of genres 

emerged fi^om the data. Genres mentioned included cookbooks, self-help titles, 

philosophy and Eastern Religion. Michele was the only student who noted that she reads 

the mail, which certainly would be informational reading. The range of genres mentioned 

for nonfiction was not as great as those mentioned for fiction. However, the informational 

subjects included in the students' list of magazines was very diverse. 

Only Jesus mentioned books of poetry. "I love to read poetry " When I 

discovered that the students reading choices did not include poetry, I decided to 

emphasize that genre in our class. 

Books students refer to will not be listed in the references. 
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Devotional Materials 

Students mentioned daily routines with specific reading materials. Five students 

mentioned reading The Bible or devotional materials daily. For example, Ginny told 

about reading The Bible every night at bedtime. 

Newspapers 

The newspaper is also part of a daily routine for nine students. Five other students 

mentioned reading the newspaper on the weekends. All of the students who described 

newspaper reading mentioned the Arizona Dailv Star. Those that described frequent 

reading of the newspaper told of specific interests. For example, Ernie wrote, "I read the 

Sports page of the Arizona Star every morning." They mentioned reading specific 

sections of the newspaper like Sports, Arts/Entertainment, Book Reviews. Several 

mentioned reading articles on education issues. Eight students either did not mention 

newspaper reading at all or wrote that they "never read it." Two students listed The Daily 

Wildcat, the newspaper of the University of Arizona, as their regular source for news. 

Reflection About Findings Regarding Reading Materials 

A study by Jipson and Paley (1992) is reported by Fisher, Fox and Faille (1996). 

Their analysis of students' autobiographies showed that the undergraduates reported 

"narrow interests" (p. 423). My findings contrast with Jipson and Paley. In general I 

found that the students selected a variety of reading materials. Their choices of reading 
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matter demonstrated a wide range of interests. It is certainly obvious that the students are 

reading in their daily lives and that reading informs and enriches them. 

Purposes for Reading 

The students' choices of diversity in their reading materials appears to be closely 

linked to their purposes for reading. As I analyzed the data, I found a number of purposes 

for reading embedded in the students' remarks. Goodman (1994) described four other 

major purposes for reading besides recreational; environmental; occupational, 

informational; ritualistic. Goodman saw these purposes as describing why people read. 

On the questionnaire, I asked the students to describe the reasons that they read. Those 

reasons are their purposes for reading. As I developed the data, I found that the 

categories that emerged from their answers matched Goodman's purposes. For that 

reason I adopted his categories. 

Recreational 

The students' selection of reading materials such as novels indicates their intent 

was recreational because their purpose for reading was to occupy their "leisure time 

pleasantly" (Goodman, 1994, p. 1116.) Nineteen students noted that pleasure reading is 

one of their main purposes for reading. An unexpected finding in this category was that 

several students noted that they restrict their pleasure reading during the school semester 

Stella described this self-imposed restriction, "During the semester I read material required 

for classes and do not let myself read for pleasure. The reason for this is I will read novels 

and not attend to school." Other students told about how as soon as the semester is over. 
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they read for pleasure. Shirley wrote, "I find that after I finish a semester I want to read 

something fast, fiin and not too taxing." 

Informational 

The wide range of magazines that the students listed as well as the selections of 

genres in nonfiction and routine reading of the newspaper would indicate an informational 

purpose for reading. Goodman (1994) describes this purpose as gaining information for 

immediate use or "to satisfy longer range curiosity or personal needs" (p. Ill 5). The 

reading of cookbooks or self-help books would come under this purpose. Also, when Liz 

selects magazines about kitchen remodeling she is reading for this purpose. Sixteen 

students noted that they read for information. 

Combination 

However, Goodman (1994) writes that the purpose for reading informational 

materials may also be recreational: ". . It is possible that informational material, 

particularly that related to hobbies and leisure interests, may be read for recreational 

reasons" (p. 1116). Jennifer Z. confirms that recreational reading is her purpose when she 

reads magazines like Self Glamour and Redbook. "Other than my magazines I have not 

read for fiin in a long time." 

Environmental 

Kline (1994) describes sources of reading material that surround us in our daily 

lives. The main purpose for such reading is environmental reading which Goodman, 
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(1994) describes as, . Street signs, regulations (such as "Keep off the Grass"), 

directions, store logos (p. 1115). Only Amy mentioned such a purpose for reading. 

She wrote, "I read street signs, minds, facial expressions." It is interesting that there was 

only one mention of this purpose. Goodman states, "Environmental print is read not so 

much by choice as by necessity . . ." (p. 1115). Perhaps the students' neglect in 

mentioning this purpose has to do with the fact that it is so routine, they take it for 

granted. 

Ritualistic 

Goodman (1994) also mentions ritualistic reading as one of the main purposes for 

reading. He describes such reading as "The reading of religious sacred texts . (p. 116). 

Those students who mention routinely reading The Bible and other devotional materials 

appear to be reading for this purpose. 

Occupational 

So far the findings have been concerned with voluntary reading. However, to gain 

a fiiUer understanding of the students as readers I examined the data for "occupational 

reading since it is part of their job as students. . ." (Goodman, 1994, p. 1116) It appears 

that the amount of time spent reading school textbook assignments has a big impact on the 

students' other purposes for reading. Charlie, a post-baccalaureate student, described his 

feeling about reading after graduation from college. "I remember the exhilaration I felt 

upon graduating fi-om college -1 could finally read what I wanted to instead of what I had 

to." Scott also relates that, " I do not have much time to read. If I do any reading at 



119 

all, it is usually a textbook. There is something wrong with the system, isn't there? With 

no time for pleasure reading." Later in our interview, Scott told me that he was enrolled 

for nine units and working fifty hours a week. 

With time such a problem for the students I was interested if they read all the 

assigned readings for their classes. On the questionnaire I asked them, "Are there items 

that you are assigned to read that you chose not to read?" The responses were 

informative. Eight students responded that they read everything assigned. Shirley's 

answer to the question illustrates such a response, "I have always read everything that 

was assigned to me, I'm not sure of what I might miss if I did not." 

Fourteen students responded much differently to the question. In different ways 

each of them said that they sometimes skip reading assignments in the textbook. 

However, they hedged their responses. Instead of a direct response of, "No, I don't read 

all my assignments," they used words like, "mostly, sometimes, skips, not always." A 

theme running through their answers was taking ownership for what they would read. 

Alyssa's response is typical. She wrote, "There are items I'm assigned to read that I 

choose not to read. If I find I can perform as well without the reading as with the reading, 

then it seems a waste of time." Michelle had similar sentiments, 

I usually try to read most of what is assigned to me, and if it's interesting, it's 

okay. Most classes I have to force myself to read so that I'll be able to keep up 

with the information in the class and do well. The main reason I might skip a 

reading is because it seems as though I don't really need the dry, boring 

assignment to do well in the class. 
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Additional remarks about textbook assignments were gleaned from the literacy 

autobiographies. Paul, a post-baccalaureate student, characterized college as the 

. . . Land of the six inch textbooks filled with monotonous facts. It seemed like all 

of my professors would hand out a list of questions or topics we needed to 

understand when we were through with the reading. Consequently, I fell into the 

rut of just skimming the text, looking for the information I needed to know. I was 

not really reading or learning, I was simply memorizing for a test. I was the classic 

non-engaged reader described in chapter (one) of our text. 

Patty, a thirty-year-old mother of two who had recently returned to college, also 

expressed negative feelings about textbook reading; 

By the time my third semester (of college} came to a close, I remember thinking 

that if I ever finish reading all these accounting, finance, and economic textbooks, I 

never wanted to read another book again and I didn't. After that semester I quit 

school, quit reading for pleasure, and quit going to libraries until five years later. 

Jennifer Z. summed up the feelings of many of the students, "I'm so tired of reading 

textbooks-1 cannot begin to explain how tired I am. They leave me with no time to read 

for pleasure!" 

Only two students mentioned positive reactions to college reading assignments. 

However, these reading assignments were not in textbooks, but novels. Both Alyssa and 

Jill A. spoke about much they enjoyed that reading. 

Amy provides some insights about why the students dislike textbook reading 

assignments: 
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It's fiinny how texts take away from excitement about reading. In my psychology 

course we learned that people remember things the best if they are presented in a 

story form. We are creatures that love a good story. As I really think about it, the 

stuff I really retain is in story form. So what does that say about education? 

Goodman (1994) provides another insight about why the students do not feel 

positive about their textbook reading. He writes, "If the student does not have some kind 

of personal purpose for the reading and does not exercise some choice in what is read, 

then the activity becomes an unnatural one and is not as likely to contribute to reading 

development, (p. Ill 7) One of the most significant findings from the data is the students' 

strong negative feelings about textbook reading assignments. 

Reflection About Findings Regarding Purposes for Reading 

The students demonstrated they were clear about their understanding of their 

purposes in reading when they directly answered my question on the questionnaire, "Why 

do you read?" Unlike the information about their purposes for reading that was embedded 

in other data, their answers to this question were easy to analyze. All twenty-two of the 

students who answered the question mentioned positive purposes: enjoyment, relaxation; 

pleasure, entertainment; comfort; piece of mind; healing; escape, to keep occupied; to 

learn more; be informed; to improve, to have a sense of accomplishment, broaden 

horizons. Jennifer T. 's enthusiastic answer captures the tone of the other answers, "I read 

to escape, learn about new things, use my imagination, and because I love to!" Statements 
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like Jennifer T's are clear indications of the students' understanding of their purposes for 

reading. 

Attitudes Toward Reading 

Jennifer. T.'s enthusiastic words noted above together with the twenty-one other 

positive responses to the question, "Why read?" also demonstrate the students' attitudes 

toward reading. Many of the students' answers to the questionnaires and their literacy 

autobiographies indicated their attitudes toward reading. 

Alexander and Filler (1976) define attitudes as "a system of feelings related to 

reading which causes the learner to approach or avoid a reading situation" (p. 1). In a 

review of the professional literature, I discovered several models of reading attitude 

(Mathewson, 1994; McKenna, 1994, Mikulecky, 1994; Ruddell & Speaker, 1985). 

McKenna describes in his model how attitudes toward reading are contingent on personal 

purposes for reading and the beliefs about the desirability of outcomes of the reading. 

As I analyzed the data, it was clear that the students' purposes for reading 

influenced their attitudes toward reading. For example, in the data already discussed 

about textbooks many of the students exhibited a very negative attitude. Since their 

purpose was only in Paul's words to "simply memorize for a test," their attitude was not 

positive. As Liz wrote, "I have yet to read a textbook and enjoy it." 

However, when the students could choose when, what and where to read, their 

feelings were much different. Nineteen students indicated positive attitudes and enjoyment 
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in reading. Three students made no mention of any feelings or attitudes. Only Mark 

described a negative attitude about reading in general: 

I have a lousy attitude about reading. ... It's a matter of finding worth in the 

TIME I spend, not the act that bothers me. I have a difficult time sitting down and 

focusing on reading for pleasure. I'm just the type of person who must move and 

keep things in motion. I quickly get bored and my attention span isn't suited to 

just chilling out. 

A sampling of the nineteen students' comments illustrates their positive attitudes. 

Jill A. wrote about her feelings toward a good book, "There's nothing better than a book 

so good it keeps you up all night and you hate for it to end, and all the characters stay 

with you even when you put the book away " CoUette wrote, "I love to be enveloped by 

them (books)" Scott wrote, "It (reading) is one of my greatest passions." Scott told me 

in our interview together at the end of the semester that he had spent his childhood in 

shelters and foster homes. Once he ran away fi"om his foster family who was vacationing 

in Mexico and spent six months on the streets. The reason for his passion was, "For the 

first 17 years of my life reading was the sole (and greatest) escape for me. Looking back, 

I can now see the benefits that all that reading gave me." 

Eight of the students mentioned their positive attitudes toward reading but 

qualified their remarks with statements like the following fi-om Jennifer Z, "I love to read. 

. . Other than my magazines I have not read for fun in a long time. I never seem to have 

the time anymore." I was concerned to find this trend in the data. I have been 
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discouraged that some teachers in my workshops tell me that they do not have time to 

read. Routman (1996) also is concerned about this issue. She writes: 

Teachers tell me they can't find the time to read. I say we must. I could not put 

my trust in a doctor or lawyer who didn't keep up with current research and 

practices. It should be no different for us as teachers, (p. 172) 

It appears that the students that reported that they love reading love the idea of reading. 

However, they are not taking time to allow themselves the enjoyment of reading. This 

finding is confirmed by a student survey done by Timbs (1993). He found that many 

students don't read because they say they don't have the time. 

Reflection About Findings Regarding Attitudes Toward Reading 

Positive encounters with reading helped form the students' attitudes toward 

reading. My review of the research literature had shown how significzmt such positive 

attitudes are in forming life-long practices of reading. Mikulecky (1994) describes his 

work with adolescents and adults whose literacy abilities have declined. He reports these 

adults often mention not practicing reading much since school, hating to read, and feeling 

particularly inadequate about succeeding in print-centered activities" (p. 251). Finally he 

states: 

Love of literacy makes life richer, but it is much more important than that. 

Developing the habit of lifelong literacy helps ensure that our educational efforts 

are not wasted and that short-term literacy gains in school are not lost through 

disuse over summers and indeed throughout life. One-sided education that ignores 
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fostering positive reading habits and attitudes is a potential danger to us all. It 

squanders resources through attempting to teach narrow skills, which will be 

rapidly lost by a large percentage of students. It also develops negative literacy 

habits and attitudes, which nearly guarantee that many students will be ill suited for 

life in a developed nation, (p. 253) 

Mikulecky's words made me realize that my findings about most of the students' 

positive attitudes toward reading would affect other elements of their literacy lives. In the 

next section I will describe how these attitudes influence how much the students read. 

Reading Frequency 

As I examined the data and saw the patterns that emerged regarding reading 

materials, purposes for reading, and reading attitudes I began to wonder about frequency 

of reading. I considered whether fi-equency of reading might define the students as 

readers. My review of the literature showed that the amount of reading was often used to 

define persons as readers or non-readers. DeKofF (1992) defines those who read less than 

a book every six months as non-readers. She is narrow in her definition of book readers 

when she states that, it is usual, 

. . To say that a book reader is a person who reads a certain number of books in a 

certain period of time. The Yankelovich survey, for example, said a book reader 

read at least one book in the six months prior to the study, (p. 1) 
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Timbs (1993) conducted a survey to understand the mass media habits of his 

students at Winthrop University. He found in his survey of 164 students that; 

Almost one-fifth of the students don't read even one book a year 'just for fun.' 

Forty-seven percent said they read only one to three books for pleasure each year 

And less than 50 percent said they often read the local community newspaper. . . 

Many of our survey respondents . . said that they don't read because they don't 

have time. However, they find time for television; 80 percent said they spend 30 

minutes or more each day watching television, (p. 81) 

Timbs describes such students as "minimal" and "non-readers". He believes his findings 

are probably typical of most American college students. 

My findings contrast dramatically with Timbs (1993) and DeKoff (1992) because 1 

considered that voluntary reading encompassed any reading that was not required. 

Therefore, reading the newspaper, books, magazines, or devotional materials all counted 

as reading. Exclusive of textbook reading, the students are engaged in a great deal of 

voluntary reading. 

At the beginning of the semester five of the students reported that they were 

currently reading a book. Shirley for example, stated that, "My fiiends would describe me 

as always having a few books going at once." Four students stated that they had just 

finished reading books the night before. Another three stated that they had read books 

over the semester break. That is fifty-three percent of the students currently reading or 

just finished reading a book. Six reported that they had read novels during the last 

semester That means seventy-nine percent of the students had read books for pleasure 
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over the last six months. Three others mentioned reading books in the prior year. Only 

one student, Jill S., reported not reading a book for two years. Although later, she noted 

reading aloud every night to her two daughters. One student made no mention of how 

frequently he read. 

When I reviewed the data about newspaper reading I found that forty percent 

stated that they read the newspaper daily. Twenty-two percent read it on the week-ends 

That is sixty-two percent of the students who read the newspaper regularly. It is 

interesting to note that although the students mentioned reading a variety and large 

number of magazines there was no data about how frequently the magazines were read. 

Twenty-three per cent of the students reported that they read devotional materials daily. 

Since this study is focused on voluntary reading, this discussion does not include 

the time the students spent on reading their textbooks. There was only one specific 

reference to this topic in the data. Shirley stated that she spends twelve hours a week 

reading her textbook assignments. Implicit in the other data is the fact that some other 

students also spend a great deal of time reading for their classes. 

Reflection About Findings Regarding Reading Frequency 

I realize that the twenty-three students in the class constitute too small a group to 

make a statistically valid sample. However, these findings are intriguing. It would be 

interesting to gather data about the frequency of a large number of undergraduates' 

reading frequency to explore the differences between my results and those of Timbs 

(1993) and DeKoff(1992). 
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What I learned from the data about frequency of reading was that many of the 

students find time in their busy lives for pleasure reading. Obviously, some are reading 

daily to complete class reading assignments. Besides Shirley, three additional students 

mentioned daily reading for pleasure. That number combined with those that read The 

Bible or devotional materials daily and those that read the newspaper regularly, indicates 

that a significant number of students are choosing to read daily When I carefully analyzed 

the data comparing categories I found that eighteen students mentioned some voluntary 

reading daily. I returned to Goodman's (1996) words about voluntary reading and 

realized that most of the students had reached the point where they were choosing to read 

when nobody required it of them. 

I attempted to relate the categories of attitude toward reading and frequency of 

reading to see if a negative attitude affects how much is read. One relationship between 

the two categories occurred with Mark. His attitude toward reading is negative and he 

seldom reads. There was another cormection between the categories of attitude toward 

reading and frequency of reading. Eight students mentioned that they enjoyed reading but 

time was a problem. When I compared how frequently those students indicated they read, 

I noticed that each of them except for one reported last reading a book the previous 

semester, the summer before or even two years before. Each of the students who noted 

that time was a problem is going to school and has a job or young children at home. It 

seems understandable that time constraints keep them from reading. However, this finding 

make me wonder if reading became more important to these students would they find 

more time to read. It is important to remember that these findings emerged from data 
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collected at the beginning of the semester and do not reflect the reading they did during 

the semester in which they took children's literature. 

Knowledge of Authors 

Closely tied to what the students read and how much they read was their 

knowledge of authors. In understanding the students as readers, I was curious to know 

what authors they would name. Spiegel (1981) writes, "Reading short snatches of 

material, and then only when so directed, can interfere with the understanding that reading 

means communicating with the author" (p. 8). To understand what authors the students 

had been "communicated with," the questionnaire asked them; "Who are some of your 

favorite authors: for children, for aduhs?" A category for authors then naturally arose as I 

analyzed the data. I believed that their answers to the questionnaire would provide an 

additional picture of what and who they were reading. Their knowledge of children's 

authors also provided me with information for teaching the course. 

The students named fifty-four different authors of adult works. Some authors 

were named multiple times. John Grisham was the most popular, mentioned by seven 

students. All of the authors except for William Bennett and Maya Angelou are authors of 

fiction. The list of authors named by the students is dominated by white males. Only nine 

women were mentioned: Amy Tan, Barbara Kingsolver, Louise Erdrich, Isabel Allende, 

Maya Angelou, the Bronte sisters, Danielle Steel, and Agatha Christie. The only authors 

from diverse backgrounds were also women: Louise Erdrich, Amy Tan, Maya Angelou 

and Isabel Allende. Of all the authors mentioned, only one, Maya Angelou is a poet. 



130 

However, the data did not say if the student read her autobiographies or her poetry One 

student did not specify names but listed Christian authors. 

Twenty-four different authors for children were listed. Dr. Seuss, Judy Blume, 

Beverly Cleary, C.S. Lewis, Shel Silverstein, A. A. Milne, and E.B. White were mentioned 

more than once. Dr. Seuss, listed as Dr. Zesus by one student, was the most popular. He 

was mentioned ten times. Michelle who works in a bookstore named authors of more 

recent works for children. Some of the younger students mentioned young adult authors, 

Cynthia Voight, Madeline L'Engle, Lois Lowry, whom they had recently read in high 

school. 

Reflection About Findings Regarding Knowledge of Authors 

It was apparent from their lists of aduh authors that when reading books, the 

students chose to read for pleasure. Their lists opened a window on their reading 

practices and further illuminated their purposes for reading. Many of their favorite authors 

have been frequently listed on the best-seller list. However, the names of authors who 

write self-help books, for example, may not be so familiar. The children's authors 

mentioned influenced my choices of authors and illustrators to highlight on the class 

sessions devoted to works of authors and illustrators. I wanted them to get to know 

authors who would be new to them. 

Selection of Reading Materials 

After seeing what authors were favorites of the students, I was interested to 

analyze the data to find out how they selected authors and reading materials. Several 
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questions on the questionnaire had to do with the selection and sharing of reading 

materials. The students responded to the following questions on the questionnaire; 

• How do you select what you read? 

• Where do you find the materials you read? 

• Do you share your responses to reading materials when you read? If so, how 

and with whom? 

• How often do you borrow reading materials for pleasure reading from the 

public library or university library? 

• Do you have a favorite bookstore"^ If so, what and why is it a favorite'' 

• Do you have a personal library? If so, please describe your collection. 

I was curious to discover how the students chose their reading materials and where 

they usually found that material. Researchers describe book selection as characteristic 

of avid readers. Mohr and Linek (1995) define an avid reader as someone who is 

active in choosing to read and somehow has developed personal, yet successful 

selection processes. "Avid readers have 'ownership' of their selection process . . ." (p 

310). . Many of the students described the way in which they select books to read. 

The data shows that the students did exercise ownership of their reading selections. 

As I analyzed the data I used five questions that were suggested by the data from the 

questionnaire: 

• What ways do the students use to choose their reading 

material'' 
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• With whom do they share responses to their reading? 

• Do they frequent bookstores and if so, which ones? 

• Do they utilize the library? 

• Do they have their own collection of reading materials? 

The following discussion shares my findings of responses to these questions. 

How Students Choose Reading Materials 

There are three main ways that the students choose reading materials. Some 

receive recommendations fi'om fiiends and family. Nine students reported that their best 

suggestions come from family members. Mothers and spouses could be relied on for 

ideas. Four mentioned friends gave them good suggestions. Carlsen and Sherrill (1988) 

confirm that families are a "rich source for reading fare" (p. 67). Several students said 

that both fiiends and family were sources. Ginny's comments demonstrated that she uses 

a variety of ways to choose reading materials, "I find the materials in bookstores, libraries, 

newspapers, magazines, church bulletins. A substantial contribution to my reading 

materials comes from my mother, my boyfriend and a few fiiends." 

A second way that students got suggestions for what to read was through 

browsing in bookstores and libraries. Amy described her habit of finding books, "I choose 

books off the shelf that I like the titles of I'm attracted to books that are in some way 

surreal or mysterious and fast paced. " 
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A third way students choose reading materials was to read the back of books in 

book stores or libraries as Teresa described, "I read the back of the book to see if it 

sounds interesting." 

Sharing Reading 

Graves (1990) writes, "There can be no more joyfiil way or informative way of 

maintaining our personal and professional lives than sharing the books we are reading" (p. 

127). Who the students share with adds to their profiles as readers. The students' families 

played an important role in discussing and sharing of reading materials. Ten students 

reported that they share their responses with family members. Several other students told 

about sharing their views about books with fiiends. Three students' comments give a 

flavor of how the students share their responses with others. Jill A. described her father as 

someone "who reads more than anyone I know. We trade books a lot and then discuss 

what we thought." Jennifer. T. wrote, "I share with family and friends. I recommend 

books and tell people why I liked it so much and what it meant to me. I also enjoy talking 

about familiar books with fiiends." Shirley tells about sharing with fiiends and family, 

"When out with fiiends the conversation always steers itself to what each of us is in the 

process of reading or what we have just finished." 

Bookstores 

All the students reported patronizing bookstores in the Tucson area. They 

mentioned nine different bookstores. Bookman's, with a large selection of second-hand 

books, was mentioned by eight students. It is located near the University campus and is 
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easy for the students to visit. P.J.'s comment captured the reason for Bookman's 

popularity, "They carry a good selection at fair prices." Barnes and Noble was cited as a 

favorite bookstore by five students and four others mentioned Borders. Liz described why 

she liked Borders; 

Borders is my favorite bookstore because they have a large selection and they 

allow you to sit in the coflFee shop and look through the books that you are 

thinking of buying. They also have reasonable prices and great sales. 

Only two independent bookstores were mentioned. Bookmark and Haunted bookstore 

Jermifer Z. has fond memories of the Haunted Bookstore: 

A special memory I have is when my grandma would take my sisters and I to this 

special place called the Haunted Bookstore. . . . There was a huge children's 

section filled with shelves to the ceiling of all kinds of books, even the funny pop

up books! Right in the middle of the children's section was a secret tunnel that 

went below the ground level. The tunnel doorway was very small, so only small 

children were allowed to enter this mysterious haven. At the time it seemed like a 

long way until you reached the end. It was dark, but not scary because all I could 

do was anticipate reaching the end. At the end, the tunnel widened into a small 

little area with tons of pillows and books lying around. And there was a little 

window that you could peek out of and watch people's feet walking around We 

were underground in our own secret passageway-it was a world where no adults 

were allowed and all the privacy you wanted to just bury yourself in your favorite 

book! 
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The quotations from Liz and Jennifer Z. demonstrate that memories associated 

with reading are often sensory. Carlsen and Sherrill (1988) write, "Reading memories 

seem, at times, to trigger certain sensory experiences" (p. 57). 

Library Use 

The public library was not as popular with the students as bookstores. As several 

students wrote, "I like to keep my books." Three students told of using the library 

weekly, three others monthly. One borrows books every other month, another biweekly. 

Stella said she visits the library only in the simimer. Several of the students who have 

children shared that they often take their children to the library. Eleven students wrote 

that they never use the library. Charlie was the most frequent patron of the library: 

Often we [he and his wife] will visit our public library, each returning home with a 

stack of books to be read, evaluated and then shared. We live close to the library 

downtown so we can have a nice walk and get books as well. We probably 

average four to six visits a month, more when school isn't in session. 

There appears to be a relationship between those students whose attitudes were 

positive about reading and library use. All of the students who utilized the library on a 

frequent basis had a positive attitude about reading. No students mentioned the University 

Library. Later, the University Library was mentioned by several students who noted that 

they seldom use it because "it is overwhelming." 
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Personal Collections 

My findings about the students' personal collections of reading materials indicate 

that most of their collections of reading materials are just getting started. There is a 

strong connection between the students' ages and the extent of their collection. The older 

students had time to collect a variety and number of reading materials. Charlie, the oldest 

student in the class, had the largest collection; "I ran through our house and counted the 

number of books my wife and I possess. We have a library of 398 books and about a 

dozen magazines." 

More typical collections featured textbooks, which were mentioned by nine 

students. Some students noted collections of classics, religious books, especially The 

Bible, reference books and children's books. A variety of other reading materials were 

also listed including mail, magazines, newspapers, junk mail, novels, poetry and Reader 

Digest Condensed Books. 

As with the other reading materials the students listed, their collections of reading 

materials showed a wide range of interests. Many of the students reported that they look 

forward to establishing their own libraries which further validated my analysis that their 

attitudes toward reading were positive. 

Reflection About Findings Regarding Book Selection 

I was interested to find out how the students selected authors and reading 

materials. The data demonstrates that the students utilize diverse ways of choosing their 
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reading materials and sharing their responses. Families played an important role in both of 

these categories. They also had varied responses about library and bookstore use. 

All the students' responses on the questionnaire were concerned with the selection 

of books and no other reading materials. I checked the questionnaire to see if my 

questions specified books. All three questions used the term "reading materials." This is 

an interesting finding in the data. The students assumed that, when asked about reading 

materials, the questions were concerned with books. The students appear to have a more 

narrow definition of reading which corresponds to that of Timbs (1993) and DeKoff 

(1992). Even though the findings in the data about reading materials demonstrated that 

the students are reading a wide variety, they tend to associate only books to the term 

"reading materials." 

Reading Proficiencies 

As I analyzed the data one of the main categories that emerged was reading 

proficiencies. The questionnaire had several questions that dealt with the students' views 

about their own reading abilities and the qualities they consider defined a good reader 

• Who is a good reader you know? 

• What makes that person a good reader? 

• What would you like to do better as a reader? 

• Do you think you are a good reader? Why? 
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Since the students were responding to the questions, the categories that emerged in the 

analysis followed the questions. (The autobiographies were not used in this part of the 

analysis.) There are three subcategories for this topic: 

• the students' views of themselves as a readers; 

• improvements the students would like to make as a readers; 

• persons named as good readers and their qualities as readers. 

In my review of the research literature I discovered Mikulecky's (1994) model 

which evaluates aduh literacy programs. The model includes literacy beliefs, practices, 

and aspirations. He writes; 

What learners believe about their own literacy matters. Bandura's (1989) research 

of self-eflRcacy indicates that learners with high perceptions of their own abilities 

tend to try harder, continue in the face of obstacles, and succeed more often than 

learners of comparable tested ability but lower senses of personal effectiveness 

with literacy (252). 

After reviewing Mikulecky's article, I realized that the data that concerned the students' 

perceptions of their own personal effectiveness with literacy could be most enlightening in 

understanding them as readers. 

In addition, I came to understand that the students' responses to the questions 

regarding this category would demonstrate what they knew about the reading process. 

Before analyzing the data in this category in depth I decided to revisit the research about 

the reading process. I found Weaver's, Reading Process and Practice (1994) discussion 

about the socio-psycholinguistic model of reading which "emphasizes ongoing, multi
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directional transactions between the evolving whole and the parts . . ." (p. 43) the most 

helpful for my purposes. She expresses the complexity of the model in her own words, 

"somewhat poetically:" 

The meaning that arises during the reader's transaction with a text may be 

viewed as an ever-fluctuating dance that occurs more or less simultaneously on 

and across various levels: letters, words, sentences, schemas; writer, text, and 

reader; text/reader and context; the reader's present with his/her own past; 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, (p. 44) 

Weaver also succinctly describes three views of what is involved in learning to read: 

Most reading instruction is based, implicitly if not explicitly, on one of the three 

following views: 

View 1. Learning to read means learning to 

pronounce words. 

View 2. Learning to read means learning to 

identify words and understand their 

meaning. 

View 3, Learning to read means learning to 

bring meaning to a text in order to get 

meaning from, or understand, a text, (p 15) 
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Weaver's descriptions affirmed my own views that have evolved after years of 

working with teachers and children. My experiences have particularly underlined 

Goodman's (1996) "constructive process" of reading. He states that this process leads to 

two conclusions; "No two readers will ever produce the same meaning for a given text. 

No reader's meaning will ever completely agree with the writer's meaning (p. 2)." 

The Students' Views of Themselves as Readers 

In the subcategory of the students' views of themselves as readers, fourteen 

students described themselves as "good readers." Two students perceive themselves as 

"average readers." Four students characterize themselves as "slow readers." Two said 

they like to read slowly. Two would like to read faster. 

The six others who answered the question (Do you think you are a good reader? 

Why?) had a variety of responses. The students' responses include; "one who 

comprehends," "one who brings life to reading;" "an O.K. reader;" "a skimmer;" "can be a 

good reader " 

When I more closely examined some of the students' comments, I came to 

understand their perceptions of the reading process. Amy was one who described herself 

as a "slow reader." Her complete answer is illuminating; " . . But I like to do it that way; 

take in and process each word so I can create a good picture." It appears that Amy has 

adopted what Weaver describes as the second view of learning to read. In processing 

each word and creating "a good picture," Amy is attempting to identify words and 

visualize their meaning. Liz also appears to have the second view of reading. She 
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described herself as a good reader because she reads "slowly and carefully so that I see 

and comprehend each word . . " Giimy's view is different. She believes she is a good 

reader because; 

I am able to read and come away with a good sense of what I believe that book or 

article was trying to convey. For good or bad, I am the type of reader that does 

not read every single word, rather I somewhat skim through the material to get the 

main idea, and usually I do 

Ginny appears to understand the third view of what is involved in reading. However, I 

would need to ask her some follow-up questions to be sure. Follow-up questions would 

also add to my understanding of the other students. 

I found this part of the data analysis fhistrating, mostly because there were further 

questions I wanted to ask the students and they were no longer available. It is diflBcult to 

gain a complete picture of the students' views of their own reading proficiency without 

more data. However, the majority of the students seem to have a positive view of their 

reading proficiency. Only Patty had a negative view of herself as a reader She stated, 

"No, [I'm not a good reader]. Read mostly junk." This is an interesting conmient. It is 

more a valuing of herself as a reader because of what she reads instead of a comment 

about her reading ability 

Improvements the Students Would Like to Make as Readers 

How the students wanted to improve themselves as readers sheds further light on 

their perceptions of themselves as readers. Again the students' answers were varied. Five 
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said they wanted to increase their reading speed. Two wanted to improve their ability to 

concentrate. Four students hoped to give themselves more time to read. Two wanted to 

gain more enjoyment of different genres. Other single responses included; expand 

vocabulary; have a more open mind regarding new authors; increase comprehension; read 

smoother; read with more confidence; remember authors' names; anticipate mood and 

inflection; leam to not be obsessive in finishing a book (she) doesn't like, read instead of 

watching TV; be more well-rounded as a reader. 

It is diflBcult to relate the findings about the students' desired improvements and 

Weaver's (1994) three views of the reading process. Some of the improvements appear to 

encompass both her second and third view. However, pinning down the students' 

theoretical beliefs about reading is impossible without more comprehensive data. Again, it 

is difficult to know without another opportunity to question the students. 

Good Readers and their Qualities 

The last subcategory regarding reading proficiencies deals with the data that 

emerged fi'om the students' answers to the questions; Who is a good reader you know'' 

What makes that person a good reader? I had included these questions to understand who 

were the students' models for reading and why they identified these persons as good 

readers. 

My analysis of the data agrees with Carlsen and Sherrill (1988) that family models 

are an important influence. Fourteen students mentioned family members as good readers. 

Some listed more than one family member. Nine of these were mothers, three fathers, two 
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spouses, two grandmothers, four sisters, one brother (seven years old), and one son (five 

years old). Sixteen female family members were listed to six male. Females appear to be 

more influential. 

Amy wrote, ". . . My grandmother was an awesome reader " Patty said that her 

five-year-old son was a good reader because, " . . he reads every word and asks if he 

doesn't understand a word." Jill A. described her seven-year-old brother as a good reader 

because "he reads in bed to himself every night and has a wide variety of books he 

enjoys." 

There were a range of other reasons why these family members were considered 

good readers. These included: "uses books to find answers," "shares, discusses and 

recommends books;" "gets immersed in reading;" "reads a lot;" "enjoys reading;" "uses 

voice effectively when reading aloud;" "reads as though living it." It is interesting to note 

that all these characteristics are observable. Lori's comment is an indication of how the 

students observed. She named her father and grandmother as good readers: 

I think they're good readers because they get so immersed in the stories they 

read-you can tell by looking at them when they're reading that they're in some 

kind of book dimension and not present in the here and now. 

Four students wrote that the good readers they knew were fiiends and co-workers. 

Alyssa told about her close fiiend as a good reader because "She reads quite a bit, mostly 

novels. She can zoom right through one of those books and remember details very well." 

Other reasons fiiends were cited as good readers were, "always reading," "remembers 

what is read;" "understands." 
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Interrelationship Between Subcategories 

A closer analysis of the subcategories for reading proficiency shows two 

interrelationships between the subcategories. Stella is an example of this relationship. She 

states that she considers herself a good reader because she enjoys reading and reads as 

often as she can. She names her mother as a good reader because she reads often. To 

improve as a reader, Stella would like to learn to enjoy reading more for information. In 

each of Stella's comments she is putting her emphasis on the enjoyment and frequency of 

reading. This same relationship showed up in the data of eleven other students. 

After noticing these relationships, I looked to see if the people named by the 

students as good readers were also the same people with whom they shared responses to 

their reading. There was a interrelationship in four cases. For example, Stella and Liz 

both named their mothers as good readers and also as the persons with whom they share 

reading responses. 

Reflection About Findings Regarding Reading Proficiencies 

When I thought carefully about the ways in which the students described their 

reading proficiencies, I realized that the students never separated the affective and 

cognitive elements of reading in their comments. For the purposes of classification during 

my analysis of the data, I made a separate category for the affective and cognitive. I had 

to revisit the data, discuss the categories with Dr. Short and review the research literature 

to understand my mistake in creating such a false dichotomy. Such a separation of the 

two elements is not accurate. Eisner (1994) writes, "Affect and cognition are not 
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independent processes: nor are they processes that can be separated" (p. 21). The insights 

I gained from correcting ray mistake gave me new understandings about how to avoid 

such dichotomous thinking in the future. 

The findings for this category were too brief to obtain a clear picture of the 

students' theories about reading. I attempted to find relationships across the categories 

that would enable me to understand their theories about reading. However, this attempt 

was not successful. Most of the students' answers were too brief to understand such 

theories. Many of the questions on the questionnaire were originally designed for an 

interview, not a written assignment. The interview format would have allowed me to 

encourage more extensive answers. This process enabled me to understand how I would 

pursue such research in the future to gain a clearer understanding of the students' own 

theories about reading. 

Idiosyncratic Reading Practices 

As I finished my analysis of the questionnaires, I realized that there were some 

intriguing items that did not fit in any of the categories. When I listed those items, I saw 

that they could be categorized as personal reading practice. Lawrence Clark Powell 

(1986) describes his idiosyncratic practice of reading in bed , "I like to read books in 

comfort, and my ideal reading-place is propped up in bed. Thus far I have not heard of 

any libraries, even the fabulous one at Princeton, which provide their readers with beds " 

(p. 79). 
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The students' remarks demonstrated a variety of reading practices that indicated 

personal preferences. They wrote of reading just before going to sleep and to relax. Jill 

S. enjoys reading to her children every night. Paul said he enjoys reading in a quiet place. 

Teresa needs noise. Charlie explained that when he discovers a new author, he must read 

everything by the author. Giimy describes how she reads when waiting in lines, at 

airports, at the doctor. Jill A. reads magazines when she is bored. Michelle said that she 

has to read everyday and if nothing else is available reads the mail. Shirley described how 

she likes to reread favorite books. Lori does not read magazines or periodicals regularly 

". . .Somehow I have the attention span to read a huge novel but lack the focus to read a 

three column article in the newspaper-go figure!" 

Several students indicated that their daily routines with reading materials were a 

source of pleasure. Liz wrote, ". . . I enjoy pleasure reading while drinking coffee in the 

morning, laying out in the sun, in the bathtub, or in bed at night before I go to sleep." 

Liz's comment demonstrates how closely her selection of reading material is tied to her 

purpose of reading for pleasure, or using Goodman's (1994) term, "recreational reading" 

(p. 1116). 

Kling (1982) argues that reading practices tend to be idiosyncratic. He contends 

that "why, what or when an adult chooses to read is affected by personal factors, rather 

than being predictable from sex, income, educational level, or race" (p. 62). The diversity 

of the students' reading practices demonstrates that their practices do tend to be 

idiosyncratic and are affected by personal factors. 
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Final Reflection on Chapter 

In general the analysis of the data showed that the students read widely for three 

main purposes: recreational, information and occupational reading. Almost all the 

students have a positive attitude toward reading and use similar ways to select and share 

books. However, the students are diverse in the ways they view themselves as readers and 

how they think they can improve as readers. In addition, they manifest their diversity in 

their idiosyncratic reading preferences. 

My review of the research literature and my findings for question one of my study 

gave me a better understanding of the individual nature of preservice teachers' voluntary 

reading. Readers may go through similar stages as Bean and Readence (1995) report and 

they may experience similar positive and negative events in their reading histories as in 

Manna and MisheflPs study (1987) but each person is an individual as a reader. 
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CHAPTER 5 THE PRESERVICE TEACHER'S PAST 

HISTORffiS WITH LITERACY 

I learned from the age of two or three that any room in our house, at any time of 
day, was there to read in, or to be read to. My mother read to me. She'd read to 
me in the big bedroom in the mornings, when we were in her rocker together, 
which ticked in rhythm as we rocked, as though we had a cricket accompanying 
the story. She'd read to me in the dining room on winter afternoons in front of the 
coal fire, with our cuckoo clock ending the story with "Cuckoo," and at night 
when I'd go in my own bed. (Welty, 1983, p. 5.) 

During the course. Children's Literature in the Classroom, LRC 480,1 became 

well acquainted with the students' past histories with literacy through reading their literacy 

autobiographies and other writings and in our conversations together. However, it was 

only through the analysis of their writings that I clearly saw the patterns and themes that 

provide the answers to question two of the study which is the focus of this chapter. 

The primary source of information to answer question two, "What is the preservice 

teachers' past history with literacy?" came from the assignment that each student write a 

literacy autobiography. (See next page for the full assigimient.) I distributed a complete 

set of the autobiographies to each student. (The students had given their permission for 

their autobiographies to be used in this manner.) I then asked them to read their 

classmates' autobiographies and respond in their journals. These responses produced a 

secondary source of data. When the students read each others' autobiographies, they 

often responded by describing more of their own literacy memories. In addition, they 
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sometimes provided a perspective on the themes and patterns that emerged from their 

reading of all the autobiographies. 

The literacy autobiographies were written in response to the following assignment. 

The categories that emerged from the data closely corresponded to the invitations in the 

assignment. 

LITERACY AUTOBIOGRAPHY 

LRC 480/Children's Literature 

Spring 1996 

Our own personal histories and experiences with literacy influence our 

feelings and attitudes toward literature and reading, which, in turn, influence our 

teaching and learning. Here are some ideas/questions to start you on thinking 

about your history as a reader. 

Describe yourself as a reader in your childhood and adolescence. What did you 

read? When did you read? How often did you read? Did anyone read to 

you? 

What memories do you have of stories, literature, reading, or literacy? 

Were you read to as a child? If so, by whom, how often and what'' 

Did your family have and pass on favorite stories through the oral tradition? If so, 

what do you remember about those stories? 

How did you learn to read? 

Describe any experiences you may have had with children's or adolescent books. 

Describe your reading habits and attitudes in the past. 
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What were your school experiences with literature? 

What experiences have encouraged/discouraged the enjoyment of reading for you? 

Bean and Readence (1995) believe that autobiography has proved to be a valid 

way of exploring preservice teachers' experiences. They cite the work of Howard, 

Maerlender, Myers, and Curtin (1992) who found that "researcher classifications of these 

psychological constructs were consistent with classifications obtained fi'om standardized 

instrxunents" (p. 330). Carlsen and Sherrill (1988) utilize student autobiographies fi-om 

thirty years of Carlsens' classes. These autobiographies present an overall pattern that is 

similar between individuals and share recurring experiences. Taken together, the 

autobiographies paint a valuable portrait that explains how reading is either encouraged or 

discouraged. The research literature definitely demonstrates the validity of using student 

autobiographies for research. 

The following discussion relates my findings in an examination of the students' 

literacy autobiographies. Secondary sources of data such as student journals and 

evaluations were also analyzed. As I carefully thought about the data, I identified these 

recurring themes: family influences; school experiences, and special memories. I will 

describe these recurring themes as well as some unexpected items. The overall pattern of 

the autobiographies was chronological, following the students' experiences fi'om 

childhood through adulthood. For that reason, the discussion will follow the same pattern. 
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Family Influences 

Children's first encounters with literacy occur before they come to school. 

Families that promote reading regularly share books and stories. The parents model 

reading and there are reading materials available for the children (Butler, 1980; Clark, 

1976, Cohen, 1968; Y. Goodman, 1990; Strickland & Taylor, 1989, Taylor & Dorsey-

Gaines, 1988: Wells, 1986). An analysis of students' autobiographies shows four kinds of 

family influences; family members who were model readers; family members who were 

encouragers; reading aloud; storytelling. All but four students described at least one of 

these family influences. Six students mentioned three of the family influences. Another 

six students mentioned two of the family influences. Seven students mentioned one 

influence. The following discussion will describe those influences and give examples from 

the students' autobiographies. 

Model Readers 

Clark's (1976) study of Young Fluent Readers found that most of the children had 

parents who read widely themselves. Many of the students' autobiographies also 

mentioned parents who were avid readers. Paul's memory of his dad's reading captures 

the flavor of many of the students' recollections of their family members who modeled a 

love of reading. He remembered "my dad reading all the time, and I think this had as 

much impact on me as when he actually read to me." 

Three students described both parents as models who read for enjoyment in front 

of their children. Six other students told about one of their parents who modeled the love 
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of reading. Many of the students have memories from their childhood of being impressed 

with the amount and kind of reading their parents enjoyed. Ernie's account recalled his 

Mom at the library, "I remember Mom always choosing three huge books that contained 

no pictures or even sketches inside of them. I used to wonder how in the world she could 

possibly read so many big books with no pictures." Shirley remembers watching her 

parents read. Her mother "always had a book laying on her bed stand and my father was 

usually sitting in his chair reading ... it was only natural that in that kind of environment I 

would naturally emulate them." 

Several students told of a grandmother who was an avid reader. Amy calls her 

grandmother, "the champion of all readers." Amy remembers her grandmother's house as 

"packed fiill of bookshelves which were loaded with old and new books. She used to have 

a favorite chair with a bookshelf of her favorite books right next to it." Amy relates that 

she was always "nosing through those endless shelves of grandma's books." Jennifer Z 

also had a grandmother who gave Jennifer her love of reading. "My grandmother was a 

librarian who speciaUzed in children's literature." 

Siblings also were cited as being models of the pleasures of reading. Ginny wrote 

about how her siblings "played a significant role" in helping her to become a reader 

Shirley who grew up in France, spent most of her free time reading with her sisters. 

Because television "was not as extensive in France as it was in the United States," they 

had more time for reading together. 

All of these different family members were giving in eflFect, commercials for the 

young children in their midst. These commercials advertised the pleasures of reading. 
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Each of the students who experienced such commercials grew into an adult who had 

positive attitudes toward reading. 

Encouragers 

A second prominent theme in the data was the function of family members to 

encourage reading on the part of the children. Amy told of the second kind of family 

influence, "my family really encouraged me to read." Families encouraged in several 

ways. Kiley's parents "always loaded my stocking and under the tree at Christmas time 

with books." Other parents like Ernie's mother took their children to the library regularly 

Some students mentioned how their parents gave them choices about their reading 

selections which encouraged them. Here is an example from Lori's autobiography: 

I hope I've conveyed that I had wonderfully positive experiences in reading. I 

credit this to my parents who let me avidly read anything. I never heard one of 

them tell me that Shakespeare was a little too deep and maybe a good picture 

storybook would be better. They let me figure this out on my own. I think this 

encouraged me to read because it was a constant challenging adventure and the 

course could be completely of my choosing. 

Patty's mom kept up her encouragement even after Patty quit reading in college. 

Patty writes: 

Fortunately, when my first child was bom my Mom injected her love for reading 

again. Two months after my son was bom, I received a box in the mail from my 

Mom. Inside I found twenty, cute baby board books. I thought, how cute, but 
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then put them aside for when I would need them much later. After that box 

arrived, I received three calls from my Mom, nagging me about if I had started to 

read to Kyle yet. After receiving my fourth delivery of books from my Mom, I 

started to read to Kyle out of pure guilt. I am still very grateful to my interfering 

Mom for starting this reading again in my life. Now at the age of five, Kyle reads 

very well by himself and more importantly loves books Again, so do I 

Patty was not the only student to rediscover the pleasures of reading by reading to her 

child. Several other students mentioned how the birth of their own children encouraged 

them to read again. 

These students were fortunate to have support at home. Later, when they entered 

school, most likely they would be motivated readers. Gambrell (1996) writes: 

It is generally acknowledged that motivation plays a critical role in 

learning. It often makes the difference between learning that is superficial and 

shallow and learning that is deep and internalized .... In order for students to 

develop into mature, effective readers they must possess both the skill and the will 

to read. (p. 15) 

Reading-aloud Experiences 

The practice of reading aloud in the home has been shown to be a powerful way to 

influence children's' eventual success in reading. Teale and Sulzby (1989) write: 

Testaments to the importance of reading aloud to young children abound in the 

professional literature: correctional (Wells, 1985) and experimental (Feitelson, Kita 
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& Goldstein, 1986) research support these testaments. In other words, reading 

aloud to young children teaches them about reading, (p. 7) 

Twelve students told about the power of the read-aloud experience in their own 

childhood. Again, they mention various members of their families who read to them. 

Teresa wrote, "My entire family read to me, my mother and father as well as my two older 

brothers who were 5 and 10 years older than myself" 

Strickland and Taylor (1989) describe how family storybook reading becomes 

"part of everyday life the rituals and routines that seem to fit the needs and interests of 

individual family members" (p. 31). Michelle wrote about the reading routine in the 

summer at her house that demonstrates what an important ritual it was for her. Her 

description captures the flavor of other students' narratives. The memories of reading 

aloud are associated with cozy, warm relationships with the adults who gifted their 

children with the love of reading. The emotions and sensory experiences connected with 

reading aloud are strong; 

Every day, right after lunch, my sister and I would race to the back of the house 

and crawl up on my mother's king-size bed, claiming our sides. My Mom would 

settle in the middle, with me always on the right and my sister always on the left. 

The window above us was opened wide, the sunlight seeping in to tickle our toes. 

As soon as we got settled in with each of our faces tucked in a side of my 

Mother's neck, the reading would begin. Sometimes it was a Ramona book by 

Beverly Cleary or part of C.S. Lewis' Chronicles of Namia. but most often it was a 

picture book. We'd each have a stack all lined up for reading, a combination of 
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borrowed library books and old favorites. For at least an hour, we listened to her 

voice gently murmur all those fabulous words as our eyes gobbled up each picture 

on the page. When she was done she'd send us off to our rooms for our own rest 

time, which we often spent poring over the same books she had just finished. To 

this day I still remember so many of the emotions I felt while hearing those stories. 

Just looking at familiar illustrations is like the memory of a long forgotten smell. 

The drawings of Steven Kellogg, Bill Peet, and Mercer Mayer can always bring me 

back to those lazy afternoons spent on my mother's bed. 

Reading experiences with fathers were also memorable. Paul described the nightly 

reading routine with his Dad. 

I was very lucky growing up. My Dad came home at 5:30, and we ate dinner. We 

would play a game. Then we would always read a book. We would all read. At 

9:00 we would brush our teeth and then meet in my sister's room and he read 

some more to us. 

Charlie also has warm memories of his Father reading aloud nonfiction selections: 

He worked at two jobs, and wasn't around as much as my mother, but he would 

always set aside Sunday late afternoons to read to me and my sisters. I especially 

recall my father spending a number of Sundays reading to us about the solar 

system. I think I was a first grader at the time, and I took great pride in knowing 

that Pluto wasn't just a dog in a Disney cartoon, and that the Milky Way was more 

than a candy bar. 
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Huck, Hepler and Hickman (1993) note; "The child from a book-loving family 

may have heard over a thousand bedtime stories before she ever comes to kindergarten; 

some children may never have heard one." (p. 720) The students' autobiographical 

accounts demonstrate that reading aloud was an influential experience in their young lives. 

Storvtelling Experiences 

Another influential experience reported by some of the students were stories that 

they listened to and relished. Dyson and Genishi (1994) describe the power of stories. 

Stories help us construct our selves, who used to be one way and are now another; 

stories help to make sense of, evaluate, and integrate the tensions inherent in 

experience: the past with the present, the fictional with the "real," the oflBcial with 

the unofficial, the personal with the professional, the canonical with the different or 

unexpected, (p. 242) 

Stories told by family members was mentioned as a positive and powerful influence on 

students' budding literacy. Sbc students gave detailed accounts of their storytelling family 

members and the effect of their stories. Like the memories of being read to, the memories 

of storytelling also carry sensory impressions. Mark's account tells of grov^dng up in the 

Philippines: 

My literacy comes from the stories of the neighborhood ladies as they cooed the 

titillating gossip, from my flamboyant uncles who gestured madly about politics 

and of course from the old men who marveled at what they once were. These are 

reflections of my special place . . my very own book of memories. 
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Lori explains; 

I learned to read in the classroom, but the power of words in a story would 

probably have to be credited to my Uncle Michael. When I was a girl he would tell 

me and my sisters these bedtime stories that were so creative, suspenseful and 

deliciously frightening that we wanted them to go on forever. Unfortunately, I 

don't remember these stories; I can only remember the feelings they evoked. But I 

think that's one integral aspect of a fabulous story whether it's read or told-the 

effect it leaves on the listener. 

P.J. remembers his families' stories; 

My family has many stories that have been passed down orally, but they are mostly 

ones that were created by my mother. For instance, there's the one about how my 

sister came to be part of our family. At some point in time my Mom picked up my 

oldest brother's comic book and in the back, with all the ads, was an order form 

for sea monkeys. My mom sent for them and started them, low and behold in a 

couple of days the monkeys grew and right along with them was my sister Joy 

We all knew these stories were made up, but they sure were fun. 

Maxine Greene (1994) writes, "Narratives ... are the means by which we 

gradually impart meaning to the events of our lives" (p. 14). P.J.'s family was creating a 

special and humorous meaning for their lives together as they shared stories. These 

students' positive experiences with reading and stories in their families are confirmed by 

the studies and writings of Butler (1980), Clark (1976), Cohen (1968), Durkin (1966), 

Y. Goodman (1990), Wells (1986). Carlsen and Sherril (1988) verify that reading is 
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promoted when young people are nourished by families in which adults model reading, 

read aloud and encourage reading. 

No Family Influences 

I was intrigued that four of the students, Scott, Jill S ., Jesus and Colette, did not 

describe any family influences. Since Scott was in a number of foster homes it was 

understandable that he did not have any such memories. Jill S. wrote that her mother with 

a family of seven did not have the "time or patience to sit down and read . . to her." 

Colette and Jesus did not mention any family influences. 

I wondered if there was any connections between the absence of family influences 

and the categories for question one. When I looked at reading attitudes I found that all 

four described positive reading attitudes. But three of them said they have no time to 

read. Since Scott and Jesus work full time and Jill S. and Colette have young children this 

seems understandable. 

When I examined their data for frequency of reading books I found another 

connection. Only Scott had stated he had read recently, and that was a picture book for 

our course. Jesus had read one book the previous November; Jill S. no reading for 

pleasure in the last two years, Colette one book the previous year. However, Jill S. 

mentioned reading to her children every night and reading the newspaper every day. None 

of the others mentioned regular reading of either newspapers or periodicals. There seems 

to be a weak connection between these students' lack of family influences and their aduh 
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practices. Their accounts raise intriguing questions that would be interesting to research 

in greater depth. 

School Experiences 

Elementary and Middle School 

Literary experiences during the early school years are still vivid in many of the 

students' memories. Fourteen of them recalled specific incidents which I classified in two 

ways, positive or negative. First, I will give examples of their positive experiences, then 

the negative. An unexpected finding was the absence of any accounts about learning to 

read. The most anyone said was, "I learned to read in first grade." Their memories of that 

experience must not have been strong, because no one included them. 

Positive Experiences 

The positive experiences mentioned by the students centered on influential teachers 

and reading aloud. Jill A. wrote about an influential teacher; 

In fourth grade I had an incredible teacher who was a fabulous reader and 

read to us every day. She introduced us to the Chronicles of Namia and made us 

cry with Where the Red Fern Grows. She even made our book reports into fun 

and interesting projects. 

Jennifer Z. also had a teacher who read aloud: 

Another influential reader was my fifth grade teacher, Mrs. Murphy. She used to 

read us the most gripping chapter books! The one author I specifically remember 
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her reading several times was Louis Llamor {sic}. I can remember the way the 

Indians scalped the people in the book as if I heard the details yesterday! 

Half of the students who mentioned positive experiences spoke about their teacher 

reading aloud. Their teachers knew that reading aloud is a "powerful way to provide them 

with literary experiences." (Tomlinson & Lynch-Brown, 1996, p. 268). The memories of 

the read-aloud experience were so vivid that the students still recalled titles, authors and 

incidents from the books. 

Several other students told about reading incentive programs that prompted them 

to read. Alyssa spoke about her teacher requiring reading every night and the incentive 

program that provided encouragement. "Can you imagine, actually making us read every 

single night? . . . It was exciting! Boy did we ever read!" 

Both Scott and Jesus had experiences that proved to be turning points for them in 

their attitudes about reading. Jesus reported that: 

By the time I reached junior high, I hated reading. I had learned that I was 

not a good reader, and I did not think that there was anything I could do about it. 

I continued this belief until I entered my seventh grade P.E. class. All the students 

in this class were required to write a book report on an athlete's autobiography I 

chose to write on Kareem Abdul-Jabbar. 

This was the assignment that changed my view toward reading. When I 

checked out his autobiography, I saw that it was ahnost 400 pages. I figured that 

if the reading was too difficult, then I would find an athlete with a shorter 

autobiography. The reading was far from difficult. 
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I found myself reading like I had never done before. The chapters seemed 

like they were pages as they quickly went by. I had finished the book in one 

weekend, and I had the book report completed by the following Tuesday. After I 

turned it in, my classmates were shocked at how quickly I had done the reading. 

They thought I would be one of the last to finish. One student asked me, 'how did 

you finish it already?' I told him, 'I'm just a good reader ' I was swept away by 

this book, and I began developing an interest in reading. 

After I completed this class, I began reading more and more. I started a 

subscription to Sports Illustrated, and I found myself reading our daily newspaper. 

On the questionnaire Jesus wrote, "I do not regularly read newspapers or magazines, but 

when I do, I read about sports." However, his answers on the questionnaire are confiising 

since in another answer he told about subscriptions to Sports Illustrated and Time. It 

would appear that with his full-time work schedule and eighteen units, Jesus does not find 

time to read for pleasure. 

Scott also had a positive experience with a teacher who inspired him to read: 

I very nearly did not pass to the fourth grade, because I simply HATED to read. 

Whenever the teacher would read in class, I would sit apart and draw pictures. 

I was not until the summer before the fourth grade (or was it early on in the fourth 

grade?) that I began to run out of ideas to draw. . about that time, I met a 

teacher that helped me (or was he a counselor?) 

.1 explained that I needed ideas to draw. "Try reading a book" was all 

he said. Then he turned and walked away. ... I began to read. And read, and 
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read, and read. I read all the time, everywhere. I read so much that I would get in 

trouble for reading. (Come on, I thought that was what they wanted!) At first, I 

read simple books, probably aimed at lower-level schoolchildren. I progressed so 

rapidly, however, for by the fiflh grade I was into Sherlock Hohnes. The Hounds 

ofBaskerville. A Yankee in King Arthur's Court. 

I soon found that through reading, I could get all the adventure I craved. I 

could go anywhere, be anyone, do anything! It was truly a most wondrous 

discovery. I also realize now that my grades took a dramatic turn for the better 

There were times when I had to live in a shelter home, or with foster 

families. Those were particularly lonely times, though I always had somewhere to 

go, someone to be, as long as I had a book. 

Scott and Jesus were two of the people that did not mention family influences. In 

their responses to the questionnaire they both noted positive attitudes toward reading. 

Scott called reading "one of my greatest passions." Jesus noted his love for poetry. How 

fortunate that they had positive experiences as a resuh of school, since they had missed 

such inspiration at home. Although it is interesting that in both cases, in following advice 

or fulfilling an assignment, the young men made connections for themselves that went 

beyond the original influence. In their transaction with texts they made connections for 

themselves and built an interest in reading. 

The positive experiences enabled the students to have feelings of success as 

readers. Colette recalled being in the highest reading group in first grade and helping 

others. Lori felt confident about her ability, "I was a fast, smooth reader . . . confident in 
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my reading ability." Several students described their feelings of accomplishment in being 

in the best reading group but they feh sympathetic about their classmates who weren't. 

Negative experiences are described in the next section. 

Negative Experiences 

More negative experiences with literacy were mentioned than positive. Some 

students recalled positive experiences that made them feel badly for their friends. Ginny 

wrote about being in the highest group in second grade, "Although this gave me a direct 

boost in confidence, I did not like the way it made some of my friends feel, particularly 

those that were in the low reading groups." 

Most of the memories are tied into strong feelings about being embarrassed or 

feeling inadequate in connection with reading. Amy remembered: 

. . .  I  w a s  a  s h y  c h i l d .  I  h a t e d  i t  w h e n  I  w a s  c a l l e d  o n  t o  r e a d  f o r  t h e  c l a s s .  

I would get so nervous and my face got so hot that my tongue would trip badly 

over the words. I would always compare my ability to read to the other students 

who were called on to read and I just always seemed to have more trouble than 

they did. Now I know myself a little better, I know that it was the public speaking 

part of reading aloud that I had the most trouble with. As a child there were two 

kinds of reading: reading for fun in the privacy of my mind, and reading in school 

which was embarrassing and tedious. 

Jill A. wrote about reading comprehension tests: "It was always my lowest score, 

because I always hated it. They give you the most boring, uninteresting things to read. 
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and then expect you to read it thoroughly and remember it." Jesus also commented on 

comprehension tests. He wrote, "I believe that they {his scores} would have been higher 

if I was able to choose my reading material." Jesus also had negative experiences with 

timed reading tests that he could never finish. 

Several other students wrote about being forced to read certain books and 

complete assignments for them. Mark recalled being "forced to do stupid book reports 

that I totally detested. That turned me away from the pleasure of reading . . " 

The findings from this data was inconclusive since not all the students wrote about 

this category. However, it is important to note that both positive and negative experiences 

were still vivid in the students' thinking. What they remembered were feelings. Running 

through their accounts are their memories of loving a reading experience or hating it. This 

finding validates the importance of fostering the love of reading through experiences that 

nurture positive feelings about reading which will encourage students to become life-long 

readers. 

High School Experiences 

The students recalled fewer experiences from their high school years. Again, they 

mentioned more negative than positive experiences. 

Of the four positive experiences described by the students two were connected 

with teachers. Both Girmy and Charlie described the inspiration they received from 

teachers. Charlie wrote, "My teacher, Mrs. Banakowski, reignited my interest in reading. 



166 

She assigned books and plays that touched me, and she taught with such passion and love 

for her subject that it was impossible to not be motivated." 

Jennifer Z.'s analysis of why high school experiences discouraged her pleasure 

reading expressed what several other students wrote: 

There was a period where I forgot, how much I love to read, forgot how I used to 

get lost in a good book. Partly it was teachers who didn't encourage the pleasure 

of reading. They stressed grammar and analyzing too much . forcing you to 

read books that aren't that great. Always structure and rules. An attitude that if 

you haven't read these books you aren't educated. Instead of recognizing that 

there are different books to read for different reasons. 

Kiley described a vivid memory of a negative experience in high school. 

In high school I had awful English teachers that really turned me off to literature 

for a while. One of my teachers hated teaching; he hated kids, and he hated his 

job. It was very obvious. He would assign many books at a time and before we 

even discussed any of them, he would give us qualifier quizzes. It consisted of 3 

questions. If we did not pass this, we were given a grade of 0 and weren't even 

allowed to take the test. The books, though they were good books, scared me and 

I did not enjoy them at all since I was worried about reading for every detail and 

knowing I could fail the test even if I read the book. 

Four students raised the problem of not having enough time for pleasure reading in 

high school. Extracurricular activities and too much homework reduced the opportunity 

to read for pleasure. Studies validate "the claim that students' voluntary reading and 
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enjoyment of reading decline with age" (Johns & Van Leirsburg, 1994, p. 91). The limited 

findings fi-om my analysis for this category verifies that claim. However, more research 

needs to be undertaken to understand all the factors that contribute to this decline. 

Carlsen and Sherrill (1988) also relate that in the autobiographical writings of their 

students, many mentioned traumatic experiences in school which contributed to their 

dislike of reading. The students' autobiographies fi^om my course demonstrate that there 

was a lack of programs in high school that encouraged them to enjoy reading. 

College Experiences 

My recent review of the research literature demonstrated that there was little in the 

professional literature regarding undergraduate reading practices and attitudes. Mour 

(1977) writes, "This writer was able to locate only one study in which the researcher 

concentrated upon the reading habits of . undergraduates" (p 398) There has been 

little change since Mour's study. Most of the conclusions about undergraduates and their 

reading were embedded in articles and research in other areas. Therefore I was hopeful 

that my analysis of the students' autobiographies and other writings would produce more 

data. Although the students made few comments about their college experiences in regard 

to reading in their literacy autobiographies, an analysis of their writings suggest useful 

information. 

Both Jill A. and AUysa wrote about their pleasure in discovering new authors 

through required reading assignments. These two were the only positive comments. Six 
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students' comments were negative and all focused on required reading in textbooks which 

leaves little or no time for pleasure reading. 

When I reviewed the data for Chapter Four on occupational reading I realized that 

the same information had appeared in the literacy autobiographies. However, the students 

wrote less about these aspects of their reading in their autobiographies. The significance 

of the students' negative views of reading textbooks is that since they had no choices in 

their assignments they found them dry and boring. Jacobs and Tunnell (1996) affirm that 

"If we read because we want to, we can find pleasure in the work . . . Real reading does 

not happen when something comes between the reader and the printed page, such as a 

teacher's expectation or an assignment. . ." (p. 8). In addition, the heavy textbook 

reading assignments seem to turn the students off to reading in general. 

Special Memories 

There were various experiences reported in the literacy autobiographies that are 

categorized as special memories involving literacy. All the memories are positive and cite 

individual encounters with reading and books. 

Charlie remembers using baseball cards to help figure out sounds. He appears to 

be engaged in a process "in which thought and language transact in a social context as the 

reader builds meaning" (Goodman, 1996. p. 15). "I do remember figuring out on my own 

that 'ph' sounded like 'f by reading baseball cards. I knew the Phillies played in 

Philadelphia, I just couldn't figure out why they spelled it wrong!" 
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Jennifer T.'s special memory involved learning to read Green Eees and Ham in 

kindergarten. After the reading, "my Mom came to class and made us all breakfast. What 

was on the menu was none other than green eggs and ham! To this day that book is one 

of my favorites." A majority of the students also mentioned favorite titles from their 

childhood and the vivid memories that accompanied reading those books. 

Lori remembers the public library and special books, "I practically lived in the 

public library. I devoured any book that slightly held my interest and became immersed in 

the lives of various characters." Several other students also mentioned happy memories 

visiting the public library with their parents. 

Liz tells about her collection of comic books, "I had over 400 comic books. . . and 

had read each one at least twice. Paul also told of enjoying rereading. One Matt 

Christopher book, he reread thirty-two times. Paul also told of rekindling his desire to 

read after graduation from college when he was consumed over a two day period by 

reading The Firm by John Grisham. "It was so exhilarating to be an engaged reader 

again." 

P. J., the youngest child of six, found it hard to find a quiet place to read, so he 

would "hole up in the bathroom for long periods of time (until the pounding on the door 

would rouse me from my reading)." 

Patty told about a crisis in her life when she lost her job, had two small children, 

was going through a divorce. To heal herself she read "books on single parenting, 

divorce, and positive thinking." 
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An unexpected finding was Alyssa's memories of required reading in school. 

Unlike the other students, Alyssa appreciated assigned reading. She simimed up her 

experiences with, "I've benefited fi-om this forced reading." 

The significance of these special memories is that they demonstrate that reading 

cannot be separated from other elements of our lives. The special reading experiences the 

students shared all show the connections between reading and emotions or feelings. In 

addition, many of these memories demonstrate how reading experiences can be 

nourishing. The students chose to engage in reading because they found it helpful or 

pleasurable. As discussed in Chapter Four, descriptions about affective elements of 

reading predominated the students' accounts. The enjoyment of reading is what motivated 

them to read on their own. In addition, many of the readers were engaged in transactions 

with text in a social context to fi^om meaning. (K. Goodman, 1996) 

Summary and Reflection 

After all the students had a chance to read each others' literacy autobiographies, 

some of the students wrote an analysis of what they had read. Others wrote about 

additional memories that were triggered by reading the autobiographies. Liz wrote: 

It took some people a long time to think of reading as pleasurable again after 

having these negative experiences (in school).... it is apparent that the 

assignments, structure of a lesson, method of teaching, even maybe a teacher's 

personality can have an affect on children's feelings . . with reading. 
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I am one of the people who was turned oflF to reading by the way my 

school went about making sure that I was a well read person. They turned it into a 

chore instead of making it a reward. I think that I am lucky that my attitude 

toward reading has changed, and now, I think of reading as something I get to do 

instead of something that I have to do. For many people, who didn't like reading 

when they were younger, the attitude will never change and will, more than likely, 

be passed down to their children 

Stella observed after reading the autobiographies, "This clearly illustrates to me 

reading habits can be influenced by positive, warm environments." Colette noticed that 

despite the positive influence of parents some students strayed from reading when they 

entered school. She saw three reasons. 

a) their parents reduced or completely stopped their reading to their children, b) 

peer pressure was such that reading for pleasure was not "cool" or c) the weight of 

school work became so overwhelming that reading had to be pushed aside. 

Amy noted that "almost everyone that said . . . they were good readers had a positive 

reading experience and was read to at home." 

In their analysis of thousands of students' autobiographies, Carlsen and Sherril 

(1988) noted clear patterns that promote reading: availability of books and magazines; 

family members who read aloud, adults and peers who read; role models who value 

reading; sharing and discussing books; owning books; availability of libraries and 

librarians, social interaction; freedom of choice in reading material, personal experience; 

school programs (p. 146-150). In this study, all of these conditions were named at least 
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once by the students. Some conditions were cited numerous times. Since all the students, 

except one, noted positive attitudes toward reading a significant factor which must have 

contributed to those attitudes are the presence of these conditions in their past history with 

literacy. 

A study by Bean and Readence( 1995) affirms this finding. The fifty-three 

participants in their study were a mixture of preservice teachers and graduate students. 

The researchers analyzed their autobiographies and found that most of the participants 

exhibited positive attitudes at the beginning stage of reading development. However, they 

found negative or mixed attitudes toward reading were common in the middle stage. 

Many of the participants again exhibited positive attitudes in the later stage, confirming 

Bean's earlier finding that attitudes can change. These findings confirm my previous view 

that during a person's college years the intense reading requirements discourage voluntary 

reading. However, when that period is over, positive attitudes and behaviors about 

voluntary reading may return. The next chapters will discuss how this return to a more 

positive attitude may happen. 

My analysis of the students' autobiographies in my course demonstrated that many 

of the students described such stages in their literacy history. First, during the early 

elementary years, some experienced supportive home and school environments that 

encouraged their positive attitudes toward reading. In the middle years during their high 

school and college years most of the students noted a decline in the amount of voluntary 

reading they did and their positive attitudes. The analysis of the data for the next chapter 



173 

discusses how attitudes and frequency of reading change during a course in children's 

literature. 
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CHAPTER 6 HOW THE PRESERVICE TEACHERS EVOLVED AS READERS 

I read for entertainment and escape, and I read because I want to know 
more. Although I may start a book in order to learn about other people 
and distant places, I often finish it knowing more about myself. Simply 
put, book teach me who I am. And because, at the same time, they give 
me a sense of history and perspective about others who have gone before, 
books also give me courage ... the courage both in my life and my writing, 
to take chances, make mistakes, to explore the world outside and within, to 
grow and change. (Winthrop in Elleman, 1994, unpaged.) 

This chapter will focus on how the preservice teachers changed as readers during 

the course in children's literature. To begin, I will review the research literature about 

preservice teachers' reading and then describe my analysis of how the students changed 

during the course. Children's Literature in the Classroom, LRC 480. 

Review of the Research Literature 

A review of the literature about preservice teachers and their reading demonstrates 

that it is difficult to come to definite conclusions about preservice teachers voluntary 

reading based on the research. First, there is a difficulty because there are so few studies. 

Second, it is impossible to come to conclusions on the basis of the studies because the 

methods of both reporting and carrying out the studies are so different. Third, adding to 

the difficulty of making definitive conclusions is also the fact that the studies used various 

forms of data collection, research designs as well as different definitions of readers and 

reading. Fourth, because so many of the studies were based on narrative and 
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autobiographical accounts, the enormous diversity within the accounts and among the 

preservice teachers clearly indicates that definite findings are not possible. 

However, reading these studies (Agee, 1995; Bean, 1994; Bean & Readence, 

1995; Frager, 1987; Gray & Troy, 1986; Manna & Misheflf, 1987; 

Pajares, 1992) with the background of my own experiences has given me a better 

understanding of the individual nature of preservice teachers' voluntary reading. Readers 

may go through similar stages as Bean and Readence (1995) report and they may 

experience similar positive and negative events in their reading histories as in Manna and 

Misheff" s study (1987) but each person is an individual in her perception of herself as a 

reader. In addition, I have become alerted to how reading experiences are well established 

by the time students get to college. Carter (1994) aflBrms this observation. 

As children, would-be teachers acquire cultural norms and expectations 

about schooling, and for long periods of time they observe teachers at 

work. Basic knowledge and beliefs about teachers, teaching, curriculum 

and learning are thus accumulated early, (p. 236) 

A significant finding of my review of the literature is the lack of research on the 

topic. For example, in a survey of research on the topic in the Handbook of Research on 

Teacher Education (1990), and the Handbook of Research on Teaching The English 

Language Arts (1991) I found no references to preservice teachers' voluntary reading. 

Only one article in Handbook of Research on Teaching The English Language Arts (1991) 

by Morrow (1991), "Promoting Voluntary Reading," dealt with the topic by implication. 
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The following statement by Morrow illustrates her understanding of the value of voluntary 

reading; 

Teaching people to read is certainly the most prevalent goal of American 

schooling. It is all but impossible to identify a goal more basic or more 

traditional. It is remarkable, then, that so little attention is paid in 

instructional programs, especially in the early years of schooling, to 

developing voluntary readers, youngsters who will choose to read widely 

and often on their own. (p. 681) 

Later in the article. Morrow argues for the value of the teacher's role in promoting 

voluntary reading: 

The teacher plays a critical role in influencing children's attitudes toward 

reading. Children live what they learn. If children associate reading only 

with repetition of skill, drill, teach and test, they will never reach for a book 

on their own initiative. As Niles wrote in the foreword to Reading for 

Pleasure: Guidelines (Spiegel, 1981), 'If we teach children to read, but do 

not instill the desire to read, what will we have accomplished?' (p. v). If, on 

the other hand, children live in an environment that associates reading with 

pleasure and enjoyment as well as with skill development, they are likely to 

become voluntary readers. How children live and leam in the classroom 

ultimately determines whether they will live their lives as literate or 

alliterate individuals, (p. 685) 
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In spite of her strong advocacy for promoting voluntary reading in the classroom. 

Morrow only makes a small reference about the need to restructure preservice education 

programs. In her article Morrow writes, . . It is clear that substantial numbers of 

children and adults read neither for pleasure nor for information" (p. 682). With such an 

understanding of the society from which preservice teachers come, it is not clear how 

Morrow expects that preservice teachers will acquire the understandings, practices and 

appreciation of reading necessary to become the models for which she argues. 

Morrow's oversight is typical of how the research that has been done in this area 

misses the big picture. There seems to be a big gap in the research about how to 

encourage preservice teachers to become voluntary readers themselves. As I leam more 

about the teacher education programs at this University, I have become increasingly aware 

that the children's literature course appears to be the only course for preservice teachers 

specifically designed to encourage teachers to become the models that Morrow describes 

The gaps in the research has implications for teacher education. First there is a 

need for more research about preservice teachers' voluntary reading. Mour (1977) 

almost twenty years ago called for such research. Frager (1987) advocates change in the 

focus of teacher education programs. Those programs he argues should consider how 

students are progressing as readers. 



178 

Introduction to Data Analysis for Question Three 

My study provides insights about how the students in the children's literature 

course did evolve as readers. The third question that guided my study looked for ways in 

which the preservice teachers evolved as readers over the semester. 

There were a variety of data sources to examine for this question. The primary 

source of data came from final interviews conducted with eight of the students, as well as 

final self evaluations and course evaluations of all the students. In the interviews, I used 

the original questiormaire (See Appendix F) in order to gauge how the students had 

evolved. Other sources of data came from all the students' journals, project evaluations, 

reading records and other written materials. To discover how the students had evolved, I 

compared the data for the third question with the analysis of the data for the first question. 

The ways the students evolved are the focus of the following discussion. 

The changes the students made as readers during the semester by themselves, 

sometimes appear inconsequential. However, each change, small or large, contributes a 

piece to an overall pattern. As I identified the changes I became aware that my work was 

analogous to piecing together a quilt. If I looked at just one square, the pattern was not 

evident. But in viewing all the squares or pieces, the recurring patterns with an overall 

design is clear and harmonious. These patterns shows definite differences from that 

created by the patterns in the data for the first question. 

Because I was comparing my analysis of the data for the first question with the 

data for the third question, I decided to use the same categories for both questions. 

Therefore the following discussion will focus on the categories that were discussed in 
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Chapter Four. When there is no data available for the category I will note it in my 

discussion. In addition, four new categories emerged from the data analyzed at the end of 

the semester; personal connections; new practices; implications for teaching; response to 

illustration. 

Reading Materials 

Maga7inf!.«; 

There were only three changes noted for this category. Ginny stated that she has 

subscribed to The Reading Teacher. Scott and Amy have many more magazine 

subscriptions. These changes seem so inconsequential that they appear to have no little or 

significance. 

Books 

Four of the students cited changes in the kinds of books they were enjoying. They 

are reading chapter books and different genres than they had before. Colette is reading 

novels for the first time: 

. . Chapter books are exactly what I regret not reading as a child. I regret not 

immersing myself in stories so consuming where my life would have become 

influenced and enriched by them. I also find that I enjoy reading autobiographical 

or nonfiction chapter books that tell about people or events. It's so enjoyable to 

learn about history through stories, rather than a text format. Books work their 
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way into my day. I have that huge list from our last day of class and I keep getting 

more of them to read. 

Ginny noted that she is continuing to read chapter books after the class has ended, 

"I've read two chapter books since the class ended. My summer is completely dedicated 

to chapter books, I cannot wait to read!" Both Colette and Ginny were not reading 

chapter books or novels before the class began, so this is a definite change for them. 

Amy, Colette and Stella described how they were reading new genres. Amy 

wrote, "By forcing myself to explore genres that I wouldn't read on my own, I learned 

that I like a lot of different kinds of books." Amy also specifically mentioned reading 

books about other cultures to increase her multicultural awareness. 

Again these changes, although important for these individuals, do not seem to be 

significant. However, these changes are the beginnings of an overall pattern of evolution 

that occurred during the class. When analyzed in this manner, these changes can be seen 

as a piece in a larger pattern. 

Devotional Materials and Newspapers 

There was no mention in the data of any changes in the reading of these materials. 

Poetry 

A significant change occured in the students' reading of poetry. Only one person, 

Jesus, mentioned enjoying poetry in the beginning of the class. At the end, many of the 

students told about their new love for poetry. Nine students described this new 

appreciation in detail. Scott wrote, "I found a new way of looking at poetry " Jermifer T. 
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also discovered what for her was a new genre, "I was never a big fan of poetry and this 

project opened my eyes to a whole new world of literature." The reasons for this change 

will be explored in the next chapter. 

Since a majority of the students mentioned reading poetry with pleasure for the 

first time and that they planned on continuing to enjoy it, this change represents a large 

shift fi-om the beginning of the class to the end. In piecing together the changes that 

occurred during the class, poetry would have a prominent recurring place in the design. 

Piuposes for Reading 

Within this category the students evolved in two areas, recreational and 

occupational. There was no mention in the data of environmental, informational or 

ritualistic purposes. In the area of recreational reading, four students told about their 

changes. Jill A. now reads children's' books as much as she does adult books. Colette, 

Ginny and Scott told how they are now reading for pleasure when they were not before. 

Ginny wrote, "My love of reading has been stimulated." Scott described how he has 

regained the habit of reading for pleasure. "Since high-school, reading has been a task-not 

a pleasure. LRC 480 has helped renew a passion for reading that has slept in me since 

middle-school." 

Some of the students also mentioned how their reading for class assignments, 

occupational reading, has developed. Three students, Liz, Jennifer Z. and Ginny explained 

how they read all of the textbook assignments for LRC 480. This was a change since each 

of them had noted on the first questionnaire that they sometimes skipped reading textbook 
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assignments. Ginny wrote, "I must say that this is probably the first time that I have ever 

read all of the required readings for a course! Hooray . . they were all informational and 

enjoyable!" Amy made it a goal to keep up with the textbook reading and after the 

midterm she accomplished this goal. 

Ginny, Paul and Charlie told about other changes in why they read. Charlie's 

words express what all three wrote: 

One of the ways I have definitely changed as a reader is I read for a 

purpose. Maybe, not just to pass time because I have an extra half hour. But I 

have more of a focus when I am reading and how I am reading too. I try to look 

at how would a child enjoy or not enjoy this book? I ask what is the author doing 

to grab the child's interest. For example, how Paulsen manages to get you, 

everytime. In the work of Patricia Beatty, the historical writer, how she sprinkles 

her stories with facts. Instead of sprinkling factual information with stories. Now 

I find myself reading with others in mind, members of my classroom-my future 

students. 

These students who are reading with their future students in mind also expressed 

how much they enjoyed such reading. Their purpose for reading in this case is a 

combination of recreational and occupational. They are reading for their jobs as future 

teachers but also for pleasure. 

These shifts in the category of purposes for reading appear substantial since they 

were noted by a majority of the students interviewed. These changes demonstrate that the 

students' views of why they read shifted. The students had experienced the pleasures of 
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reading through activities in class like reading aloud and Literature Circles. These positive 

experiences motivated them to read more for pleasure and to complete their assigned 

textbook readings. 

Attitudes Toward Reading 

Everyone in the class except for Mark indicated they had a positive attitude toward 

reading in the beginning of the class. I began my analysis for this category with Mark's 

final evaluation to see if his attitude had changed. As usual Mark, was honest, brief and 

direct. He wrote I "still have a phobia against books. The damn thing is, I enjoyed the 

books I've read for this class." It would appear that Mark's attitude is still the same, 

although he admits he enjoyed reading for the first time. 

Ten other students mentioned that they enjoyed reading more. Amy's words 

enthusiastically describe what the other students also explained, "My love of reading has 

sparked to a fire and I bum the pages up!" 

Jill S. also reported a significant change in her attitude toward reading;. 

Over the semester, I have come from a person who likes to read, but doesn't have 

time to a person who will now make time to read a good novel. I realized how 

many great books are out there just waiting to be read. Before this class, I could 

have cared less. 

It seems significant that ten students who were already positive in their attitudes 

toward reading expanded their positive attitudes and, like Jill S ., spoke of actions that they 

would take to match their attitudes. The pattern that signals the changes in the students' 
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attitudes is not new to the quih design. However, the colors and tones that were already 

present need to be deepened and expanded to continue the design in the evolving patterns. 

Reading Frequency 

When I analyzed the data for this category, I was interested if those who noted 

improved attitudes also noted that they were reading more. At first this was difiBcuh to 

ascertain since all the students read one hundred or more children's books for the class. 

The students' mention of changes in reading fi-equency was embedded in the data. Ten 

students mentioned reading more. The changes Jesus described are similar to those 

described by several students. "I have spend several weekend nights reading, instead of 

going out with my fnends." 

Colette also spoke about continuing to read more fi-equently: 

There are no more assignments (because class is over) and I am 

constantly looking for more books everywhere. I have a book in my bag all the 

time, in the car, because if I go to the gym I want to have it to read. It almost 

scares me if I go someplace and don't have something to read. And these are 

completely pleasure books. I have about ten books going at the same time. 

One of Paul's goals for the class was "to read one adult book every two weeks " 

He fell two short of that goal, however, he wrote: 

I managed to read six adult books over the course of the semester, which is one or 

two short of my goal of a book every two weeks. However, I am pleased that I 

read these six, considering that this was a really busy semester for me. 
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Since Paul's' accomplishment had nothing to do with the class assignments, he was 

reading more. 

Since all the student completed the assignment of reading one hundred books for 

the class they were also reading more. The question is will they continue to read more 

frequently? Only a longer study can answer this question. Four students who kept in 

touch with me over the summer and Fall semester 1996 reported that they are still reading 

and adding to their reading records. 

In cross checking the categories, it was clear that there is an interrelationship 

between those students who noted improved attitudes toward reading and those who said 

they were reading more. This category makes a substantial contribution to the patterns of 

change experienced by the students. As in any beautifully crafted quilt these changes 

harmonize with the patterns akeady in the design. 

Knowledge of Authors 

Of course the students grew in their knowledge of children's authors. Each of 

them read the works of many authors to fulfill their assignments for the class. Also, most 

of the students stated that they learned about many new authors from the author/illustrator 

assignment in which everyone shared the works of their author or illustrator. Because of 

this assignment as Jill A. wrote, "I have been introduced to over twenty other authors and 

their works." 

For the author/illustrator assignment Charlie and Colette had collaborated on their 

presentation about Gary Paulsen. Because they were so enthusiastic and knowledgeable 
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about Paulsen's works, he became the most widely read author in the class. Almost 

everyone read at least one of his novels. The popularity of Paulsen illustrates a significant 

evolution in the students' progress as readers. The fact that they chose to read Paulsen's 

chapter books when they could have fulfilled their assignment by reading much shorter 

picture books demonstrates that they were appreciating and enjoying such reading more 

because they were choosing to devote more time to it. This choice is a definite shift that 

relates back to the changes in attitude and frequency of reading. The patterns continue to 

evolve with these interrelationships among the categories. 

Selection of Reading Materials 

How Students Choose Reading Materials 

As a result of analyzing the data at the beginning of the study there were three 

main ways that the students chose reading materials. Some received recommendations 

from fnends and family. Another way they choose reading materials in the beginning of 

the course was to browse in bookstores and libraries. A third way students choose 

reading materials was to read the back of books. No one mentioned getting 

recommendations for reading materials from fellow students. Therefore a definite shift 

was clear in the data analyzed fi-om the end of the course. The students provided a 

support network for each other in suggesting books to read during the course. Several 

members of the class appeared to be influential. In their reading records and journals 

many students mentioned the influence of Scott, Charlie and Colette. The impact of 
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Charlie's and Colette's presentation about Gary Paulsen has already been described. Scott 

also made an impact on his fellow students in suggesting books. For example, several 

times Scott brought newly purchased books to class and shared them with everyone. 

Also, after reading The Cav (Taylor, 1969), Scott suggested it to others. I observed him 

on several occasions handing that book with an enthusiastic recommendation to a fellow 

student. It was interesting to see The Cav listed in the reading record of many students. 

Sharing Readme 

Of course the students also had many opportunities to share and discuss the books 

they were reading in class. Paul wrote, ". . . It is really fim to . . . have discussions with 

classmates about why or why not they like certain books." Paul's feeling was a typical 

and an expected finding. 

However, there was an unexpected finding that turned out to be one of the most 

pronounced changes that showed up in comparing the data fi'om the beginning to the end 

of the study. Thirteen members mentioned sharing and encouraging children in their 

reading, as a result of the class. Almost all these children were family members -

oflfspring, siblings, nieces and nephews. The students shared with these children in several 

ways. For example, Jill A. described how she purchased books I had read aloud in class 

for her younger brother because she knew he would enjoy reading them. She not only 

gave the books to her brother but also read aloud parts to him. Another way the students 

shared was by reading aloud regularly to the children in their families. This sharing had an 



188 

impact on those children. Jesus described what happened when he read-aloud to his 

younger brothers: 

We finished the book, and they told me that they loved it. Then I told them that 

this book was part of a series, and both their eyes got bigger. They were excited 

about reading the other books from the series. They began to make predictions 

about what the other books were about. For the first time, I saw my little brothers 

showing interest in literature. They asked if I would read them the other books, 

and I told them I would after school ended. They both were upset, because they 

wanted to hear the other books immediately. I told them that I had too much 

school work, and that I could not read to them for about another month. 

They both got mad, but it was a good mad. They had been touched by a 

book, and they wanted to be touched again. I am proud to say, that on 4/13/96, 

my brothers have obtained a copy of Lord of the Rings. They have been reading 

whenever they are free, and they have promised that they will finish the book, and 

perhaps the entire series. These two elementary students, went from disliking 

books, to loving a book. 

I did not anticipate that the experiences in the class would have such an immediate, 

direct impact on children. I was thinking of the future students of my students not their 

present interactions with children. Trelease (1995) reports on a similar assignment in a 

children's literature class. Dr. Hazel Fisher requires her students to read-aloud once a 

week to a child. The assignment resulted in wide-spread gains for children in that 

conraiunity. The assignment to read aloud three times to children appears to be one that 
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not only benefits the preservice teachers but also the children with whom they come into 

contact. 

Bookstores and Library Use 

The only change in the way the students patronize bookstores fi"om the beginning 

of the study was mentioned by several students who stated that now when they visit a 

bookstore they go right to the children's' section to browse. 

However, some students changed their library habits by borrowing books more 

often. This change would be expected since the public library was an obvious resource for 

the students in completing their assignment of reading one hundred books. 

Amy described an unexpected change in her use of the library. She credits her 

increase in reading novels and magazines to her increase use of the library. When I asked 

her if that had anything to do with the course. She answered: 

That's so fimny. I had a huge library fine. It was probably $20. I went back 

during the class, because I realized that I needed to take care of it. They had 

changed computers and erased my fines. I only had to pay $3. So I have been 

going to the library a lot and been checking out books. There's a library close to 

my house. The class helped, because I decided it was something I had to do it and 

it was something important. It was a priority. You know? I made up my mind 

that I wanted to have access to the library. It was important. 
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Personal Collections 

There was no written data to show if the students had changed in their personal 

collections of reading materials. However, there was observational data. Throughout the 

semester, I made available flyers from the paperback book clubs. Many of the students 

ordered books for their personal collections. Hundreds of books were ordered. Some of 

the students were purchasing books for their own children, but most of them were starting 

their own "teacher libraries." This change is significant since so many students had stated 

in the beginning of the course that they wanted to establish their own libraries. It was 

clear that many had made progress toward that goal. 

The patterns m the category of book selection continue to demonstrate the ways 

the students evolved in their reading practices. The most pronounced change was the 

impact of sharing books with the children in the students' families. This change appears to 

be related to the shifts noted in attitudes because the students were more aware of the 

pleasures of reading, they wished to share their selections with classmates and family 

members. This category continues the pattern in the quilt with an introduction of a new 

design that is vibrant and appealing. 

Reading Proficiencies 

The students made important changes in their perceptions of themselves as 

readers. There was no mention of the students' views of other readers, even the students 

who were interviewed said their views in that area had not changed. In the beginning of 

the class the students told how they would like to progress as readers. Those desired 
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improvements were classified in two ways. The first classification was in the improvement 

of reading abilities. The second involved affective elements of reading. At the end of the 

class it was evident that the changes the students had made as readers also fell into these 

two categories. 

Reading Abilities 

In the area of reading abilities the students described a remarkable number of 

changes. The following discussion highlights recurring changes that were mentioned by 

more than one student. Some students evolved in sophisticated ways. Charlie told about 

how he took days to "come to a reasonable explanation" for the ending of The Giver. "By 

bringing who I am to the book, I found an ending that worked for me. It was an exercise 

in constructivism." 

Some students cited specific skills that were improved. Amy wrote about 

expanding her vocabulary. "I learned that it might not always be so good to skip over the 

hard words in a book but, rather, write them down and look them up. It's really fun to 

use a new word." This new knowledge and increased amount of reading helped Amy in 

another way. "I notice that when I read more, I can speak and write much more 

eloquently because I am not using the same old words or phrases and I see other ways of 

describing things in books." 

Jesus provides another example of how the students evolved in their reading skills: 
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This class has changed my outlook toward reading, and it has improved my 

reading ability. I can read to myself with ease, and I can also read-aloud with very 

little trouble. . . . this course has given me confidence in my ability to read. 

Several students described how they had met goals which had to do with their 

reading abilities. Patty told how she had changed her reading pace. Instead of skimming, 

she enjoyed every word. "This was a major goal I was trying to accomplish!!!!!" In doing 

this kind of reading Patty learned that, "a book has many parts to its message besides the 

plot." 

Improved comprehension and reading more thoroughly were listed by several 

students. Other students described how they came to analyze what they read in new ways. 

Charlie wrote, 

I think that by being exposed to such great writers as Gary Paulsen, Gary 

Soto, Walter Dean Meyers,. . . has caused me to pay more attention to what I've 

read. I don't mean that I can analyze a book critically, but I can appreciate things 

like tone, tempo, characterization, and setting. 

Many students mentioned their improvement in oral reading. Through the read-

aloud project and opportunities to read aloud in class, they practiced their oral reading 

skills. Lori explained, "As a reader, this class has influenced me to have more confidence 

in reading aloud." Jill S. learned specifics about reading aloud. "I realized . . that I need 

to slow down and . make eye contact." 
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Affective Elements of Reading 

More students mentioned ways they had evolved regarding affective elements of 

reading (motivation to read and attitude toward reading ). These changes were also 

diversified. Here is an example from Jennifer T.'s final evaluation. 

I think I have had the most growth in understanding myself as a reader. It is hard 

to put into words but I have come to understand now why I read. ... I always 

used to readjust for pleasure but could never reflect on what I read or find a 

useflihiess for the books. Now I can make out the differences in my head and all-

in-all appreciate books more completely. 

Alyssa expressed another view when she wrote, "This class has helped me realize 

that reading can be fim and I can gain more from reading than just the answer to a history 

question." 

Ginny told of the pleasure of reading, "all those children's books. I want to read 

them because I find them pleasurable." A number of the other students spoke about 

rediscovering the pleasures of reading. Jill S. was one student who rediscovered the 

pleasures of reading and will change her behavior because of it. She wrote, "I can say 

with all honesty that this class has changed me as a reader. Before this class I would never 

take the time to read books. Now, I find the time to read." 

A large number of students mentioned that they had become more discriminating 

as readers. In Paul's words they developed their "taste in books." Ginny shared an 

experience in class that was a catalyst for many of the other students. Later she wrote 

about it in her midterm evaluation: 
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In November of 1995, while substituting for a 2nd grade class, I had the 

opportunity to read aloud. The Rainbow Fish. I fell in love with the book, and 

when I began to take this Children's Literature class, I was reminded of how much 

I liked this book. So, when the occasion arose, two months into this course, 

wherein I was to read aloud to my colleagues, I immediately thought of The 

Rainbow Fish, and even went to Barnes and Noble to purchase it for my 

collection. I took the book off the shelf, and decided to read it before I went to 

the cashier. And then, something strange happened: The cover of the book was 

not as I remembered .... I remembered it to be bigger and brighter. As I read, I 

kept waiting for that "great storyline" and eloquent phrasing to pop out at me . 

it never did. I reached the end and I looked around to see if there was more, 

something I missed. When in fact, I hadn't missed anything at all. It was never 

there. And so, what I thought in my mind, four months ago, to be a classic in time, 

was not so classic after all. I find it difficult to explain my reaction. It was not 

because this LRC 480 class had given me some particular "Rules of a Good Book" 

to go by. On the contrary, I believe it has given me the opportunity to hone my 

taste in books and come to a new understanding of what I consider to be 

worthwhile in Children's Literature. 

The course had encouraged Ginny to hone her taste in books because she was being 

exposed to so many excellent choices in books. 

All the students read more for the class because of the assignment to read one 

hundred children's books. It would be expected that because of this increase in reading. 
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that reading proficiencies would improve. Ginny's experience with The Rainbow Fish 

(Pfister, 1992) illustrates how the increase in the number of books she read helped her 

develop her taste in books. Again the patterns that emerge fi^om the data demonstrate an 

interrelationship and continue the pleasing and harmonious design. The next chapter will 

more fully describe the elements of the class that contributed to Ginny's and the other 

students' changes in their taste in books. 

New Categories 

In analyzing the ways in which the students evolved fi'om the beginning of the 

course to the end, new categories emerged fi'om the data. These categories are; personal 

connections; new practices, implications for teaching and responses to illustration. The 

following discussion will examine the analysis for these new categories. 

Personal Connections 

In the beginning of the class, when I outlined the requirements for the reading 

record, I stressed the importance of recording personal responses and connections. The 

students struggled over this requirement, and we had several class discussions about 

personal response. Several mentioned that, in the past, they had used Clifif Notes in order 

to come up with the accepted meaning of a work of literature. I made it clear that in our 

class we would enjoy sharing diverse responses to the literature and all would be 

acceptable. We discussed and expanded on our textbook treatment of the subject of 

personal responses. Jacobs and Tunnell (1996) write, "It is only in personal reading that 

meaning takes place, that we find the reason to turn to print" (p. 7). We also had several 
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class discussions on reader response theory to point out how readers can approach works 

of literature in different ways (Rosenblatt, 1983). 

As the class progressed, I asked different students to share examples from their 

reading records with their groups and we had whole class discussions to share personal 

responses following the books I read aloud to the whole group. Soon, most of the 

students were able to write about their personal responses to the titles they were reading 

Paul's first entry in his reading record was for Jumanji by Chris Van Allsburg. 

Under "My response to the book:" he wrote, "Illustrations were not vivid enough to bring 

text to life." Later in the semester, Paul made this entry: 

I really liked it (Christmas! by Peter Spier} because it brought back all the great, 

warm memories I have fi"om my Christmas at home growing up in Minnesota. We 

did all the things they show in this book-it is just a great time of year. I've really 

missed not having family around the last few years here. 

Paul's reading record entries demonstrated that he had learned to make personal 

connections with the books he was reading. 

Some of the students wanted to expand the brief discussions in their reading record 

about their personal connections with certain books and chose to vmte about them in their 

dialogue journals. As I examined the data, I began to see several books that evoked 

deeper responses in journals. Three of these titles were: The Giver (Lowry, 1994), Roll of 

Thunder Hear Mv Cry (Tavlor. 1976). Harris and Me (Paulsen. 1993). The Giver was 

read by the whole class. I read aloud an excerpt fi^om Harris and Me. Roll of Thunder 

was read by a small group whose enthusiasm for the book influenced others to also read it. 
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Excerpts from several of the students' writings will illustrate the impact of these 

books. Jill S. wrote about her response to reading The Giver. "The whole experience was 

sort of a revelation to me. It made me realize that books can generate just as much 

enthusiasm as a movie can." 

Amy wrote in her journal about her feelings after reading Roll of Thunder. 

. . This story makes the reality of an African American so real. I can 

touch it, taste it, feel it and it makes me mad! What wonderful, strong people the 

Logan family are in the face of such a slimy-white loving community. 

Charhe's response to Harris and Me was echoed by other students. "This guy 

(Paulsen) is funnier than I am!" 

Three students made personal connections with the literature when family 

members or friends died during the semester. I suggested books to them and they wrote 

about those books in their journals. When Colette's father died she wrote about feeling 

numb. After she read A Taste of Blackberries (Smith, 1973) she began to sort out her 

feelings, "It was all there, everything I was going through. ... I was able to relate 

because death was new to both of us. [The character in the book and herself] That 

little book secretly spoke to me and answered so many questions that I was afraid to ask 

anyone else." 

The author/illustrator project also encouraged the students to make personal 

connections with their reading. Jennifer T. wrote in her evaluation of her project on 

Cynthia Rylant: 



The last learning experience I encountered was probably of greatest significance to 

me. Before I started finding out about Cynthia Rylant I had read a few of her 

books. Then I took some time to read her autobiography and found out about her 

background and the correlation she makes in her books. After finding out about 

her life and childhood I decided to go back and re-read those few books I already 

read. I realized that after having this background knowledge, Cynthia's books 

were more meaningful and gave me a deeper bind to them. It was a wonderful 

experience for me. 

Patty also made personal connections by reading Cynthia Rylant's (1992) 

autobiography; 

The book talks about her father leaving and no one talked about it. I totally 

related to that. Many things that she said totally blew me away. . Once I wrote 

my life story to try to figure out why things happened or why I am who I am. 

When I read this book we had very much in common-loss of parents, many 

boyfiiends, divorce. I loved the ending, or rather I totally connected to: "children 

who suffer great losses often grow up believing deep inside that life is supposed to 

be hard for them." ... I wanted to figure out why I liked this book so that I can 

figure out how to have all children love to read for: humor, knowledge, comfort 

and growth. One thing I believe is children must connect to the story, 

Patty and Jennifer T. had certainly connected to Cynthia Rylant. The personal 

response sections in their reading records illustrated the powerful impact that author had 

as they read her other books. Many other students were also powerfully affected by 
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reading children's books. Their reading record section about personal responses 

demonstrated this impact. Once the students learned that the course was designed to 

emphasize their personal connections with the books they were reading, most of them 

made such connections. It would appear that for most of them it was the first time any 

course stressed such connections. Those that had been schooled to use Cliff Notes found 

a new way to respond to their reading. These changes were new patterns in their 

responses to reading. The interrelationship between reading attitudes and this category 

appears strong. Students who had positive attitudes about reading responded to 

encouragement to share their personal responses. This category contributes a new set of 

shapes to the overall pattern. These harmonize with those already in the design but also 

contribute new elements. 

New Practices 

As I compared the data for the third question with that for the first question 

I realized that many of the students cited new practices that had occurred during the 

course. These practices are quite diverse and demonstrate a wide range of new actions in 

regard to reading. Carter (1990) describes the complexity of the separating what is 

learned in a course fi-om what has been previously known, "First, the range and 

complexity of what is learned in teacher education are enormous. Unraveling knowledge 

and learning in teaching will be a very difficult task" (p. 307). For that reason I will only 

list the new practices that were mentioned by the students in direct references to activities 

and assignments connected with the course. 
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The personal connection section previously discussed could also be categorized as 

a new practice. However, the data for that category was in such depth, it demanded a 

separate category. The following highlights some examples from the data of new 

practices adopted by the students. 

Reading Record 

An analysis of the students' reading records demonstrates that one new practice 

was how they made connections between the books they read. Charlie's explanation of 

how he is continuing to use his reading record illustrates that he is makings connections 

between the books he is reading. As Charlie described in his interview with me, he has not 

made such connections in the past. 

I went back through the reading record and saw more themes than when I 

started-more connections For example, I noticed that The Cav and Hatchet were 

about survival when I first read them. However, when I thought about them some 

more I realized they were also about adapting to change. 

Charlie's continued use of his reading record even though the class requirements 

were completed is also the case with six other students. All of them mentioned that they 

will continue to add to their records as they read more children's books. When Charlie 

described his classes for Fall semester 1996, he mentioned that he will be taking LRC 

480b. By that he meant that he would be continuing to read and borrow children's books 

from the library and from me to add to his reading record. 
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Charlie and almost all the other students mentioned that their reading records will 

be an important tool in their future classrooms. Charlie had a plan for his record, "I plan 

to continually enlarge it, to look for connections I haven't thought of yet and perhaps to 

keep a record of when the book was used in a classroom setting and how effective it was." 

Resource Notebook 

A second new practice was connected to the students' resource notebooks. 

Charlie's explanation of how he will use his resource notebook was also mentioned by 

most other students: 

Putting this resource notebook together was a labor of love. Looking at it 

now (it's easier to look at than it is to Uft'), I marvel at its evolution-a handout 

here, a book summary there, and now look-I'm loaded, armed and dangerous. 

But like everything else, its a begirming , not an end. I plan to continue 

with most of the endeavors that we've done in class, and this notebook will 

become plural. 

Writing 

An unexpected new practice emerged from the data. Five students mentioned 

various forms of writing that they adopted as a resuh of the class. After the poetry 

project, three students. Amy, Jesus, Colette, told about writing poems for the first time 

Charlie was so inspired by reading most of Gaiy Paulsen's works, that he wrote similar 

stories from his boyhood. Giimy stated that the class requirement for journals put her in 

touch with her writing and she will continue to journal. The connections between reading 
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and writing made by these students is confirmed in the research literature. Studies by 

Krashen (1984), Daane (1991), Carter (1990), Gomez (1988), all demonstrated the 

comiections between voluntary pleasure reading and the development of writing. As 

Charlie stated: 

. . . reading is writing. . . . writing is reading. Just like giving and taking is a 

circle. If you read, pay attention to how you read, focus on what the author is 

saying and how he is trying to say it. It can influence how you write. 

Book Discussion 

Another new practice had to do with discussion of books. Several students 

mentioned that as a resuh of the class they are now able to discuss books in greater depth. 

Jill A. described how she saw that progress: 

When we discussed The Giver, (in the beginning of the semester) our group was 

done very quickly, and didn't really go in to very much depth. But later I 

discussed Number the Stars with a diflferent group, and that was a great discussion, 

where we not only talked about all different parts of the book (and related topics), 

but noted how the discussion progressed. 

The students who noted this new practice also said they were utilizing it when they 

discussed books with fiiends and family. 

Reading for Future Students 

The final new practice was noted in the final evaluations of many of the students. 

Charlie described this practice in our interview. Charlie stated: "I know that I am not 
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reading just for myself when I read those books. I am reading for the potential children 

that I hope to teach." 

These new practices can be directly traced to projects, discussions or activities in 

the class which are discussed in depth in the next chapter. It seems clear that some 

students were positively affected by the class in ways that impelled them to adopt new 

practices toward reading. The patterns of change that have emerged from the data for this 

category extend the patterns from the previous categories, expanding the design and 

deepening the tones in the quilt. 

Implications for Teaching 

Some of the new practices that the students adopted such as continuing their 

reading records, are clearly motivated by their future plans to be classroom teachers. If 

they did not plan on becoming teachers they probably would not have adopted those 

practices. Therefore, another new category emerged during the analysis, implications for 

teaching. Before beginning my analysis for this category I examined the research literature 

for an understanding of what impact a preservice course can have on classroom practices 

and preservice teachers' beliefs. 

Richardson (1994) provides insights on how teachers' beliefs are related to 

classroom practices. First, she defines beliefs as ". . . An individual's understandings of 

the world and the way it works or should work . . ." (p. 91). Richardson's (in press) 

chapter , "The Role of Attitudes and Beliefs in Learning to Teach," provides more 
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understanding. She gives an overview of the topic and summarizes the research on 

changes in teachers' beliefs. In her conclusions to the article she writes. 

Except for the student teaching element, preservice teacher education seems a 

weak intervention. It is sandwiched between two powerful forces: previous life 

history, particularly that related to being a student, and classroom experience as a 

student teacher and teacher . . . 

There is, however, some indication that the academic elements of 

preservice teacher education have an impact on teachers, although perhaps not 

recognized by them. . . these changes do not appear to impact teaching practice 

in as powerful a way as life experiences and teaching ... (p. 628) 

Richardson's words serve as a caution not to overgeneralize the findings in this 

category, implications for teaching. The length and scope of this study is limited and does 

not follow the students into their future classrooms to examine what practices they adopt 

as a result of the class. However, it is important to note the students' statements at the 

end of the course on children's literature about their learning and its implications for their 

future classrooms. These findings can be used for future research and do provide needed 

insights. The following discussion highlights the connections the students made between 

their assigrmients, class activities and their future classrooms. The following also focuses 

on these preservice teachers' beliefs about how to share and enjoy literature in their 

classrooms. 
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Future Tools 

Not only did most of the students mention that their reading records, resource 

notebook and poetry projects would be tools in their future classrooms, their manner of 

organizing these assignments demonstrated their plan for future use Teresa wrote about 

her organization of the reading record: 

I chose to put my reading record on note cards. In this form they can be easily 

reorganized or pulled out and put in smaller sets. .1 have been trying to include 

ways that I think the book may be of use in the classroom ... in my responses. I 

hope to be able to put together topic sets which I can develop into thematic sets by 

pulling out the cards with the same connection/theme on them. 

Jill S. developed a unique way of organizing her reading record for her future use. 

Her record was preceded by a three page table of contents that categorized the books by 

genre. Award winning titles were starred. Ginny also organized her record by genre, 

however, her system was also unique. She color-coded the record by genre and also 

created a rating system for her choices. She wrote; 

I am not easily impressed by medals and the like, but rather, I come to my own 

opinion by reading the book without preconceived notions. In this way, I trust my 

response to be honest and forthright. Thus far, aside from the personal comment I 

make about each book, I assign a letter "grade" based on my sincere reaction to 

the book. Almost all of the books I have read to date have earned A's and B's. 

Should a book deserve a C or lower, I have decided to leave it out of my record. 
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This is for no other reason than to weed out those I would rather not spend my 

time reading again. 

These examples of how some of the students organized their reading records 

clearly demonstrate that their actions indicate how they plan to utilize the record in their 

future classrooms. It would be intriguing to follow them to see what their actual 

classroom practices will be with their reading records. 

Role of Literature in the Classroom 

The students mentioned many other implications for teachmg in their writings and 

interviews. Most of these can be classified as the role of literature in the classroom. 

Within this classification are two subcategories: knowledge of children's literature and 

ways to use that literature in the classroom. The implications for teaching described by 

the students all stem fi^om the understanding they gained as readers. Because they 

experienced the power of children's literature firsthand, they realized the impact such 

literature can have on curriculum. For example, because they listened to books read aloud 

every day, they made connections about how to read aloud in their own classrooms. In 

addition, because of the way I utilized literature, they learned valid ways to share it in their 

classrooms. Joyce (1983) proposed that we "teach as a lover of reading and as lovers of 

reading want to be taught" (p. 52). It was my goal for the class that as I taught as a lover 

of reading, the students would catch the implications of that kind of teaching for their own 

classrooms. As Jill A. wrote, "I have learned that requiring children to do silly activities 
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with books instead of thoughtful ones will possibly turn a child ofif to reading 

permanently." The following discussion will share highlights from this classification. 

P.J. spoke for most of the class when he wrote about his new knowledge regarding 

the role of literature in the classroom; 

I understand more fully how important literature is to a classroom and that having 

a wide variety will increase my students' awareness of themselves and their world. 

I also understand the significance of literature to kids. It is very important to have 

real literature in classes so that kids can be shown the wonderful variety of people, 

places, and things in this world and so that they have more freedom to explore the 

things that interest them the most. 

Ginny also expressed a new understanding of the role of literature across the curriculum in 

our interview: 

My exposure before, when I substituted for six months, was everything was 

planned around the basal. That's what I thought reading was. Now my idea of 

what reading is encompasses the whole curriculum, which 1 would have never 

thought before. . . . When you read to us, my mind started clicking I could use it 

(the bock) for this or that! 

Alyssa summed up what many others described, "Literature must be a huge priority in the 

classroom because it is the key to all other learning." 
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Knowledge of Children's Literature 

Not only did the students see the role of literature but they also mentioned how 

their knowledge of that literature increased. The previous discussion about authors noted 

how many new authors and titles the students listed. In addition, the students also 

expressed an appreciation for discovering the wide range of subjects in children's 

literature. Lori wrote about "important messages in children's books that can be powerful 

in a classroom. For instance, Patricia Polacco's multicultural stories, Eloise Greenfield's 

look at black history through poetry ..." Jill S.'s description of how her knowledge of 

children's literature increased, captures the sentiments expressed by many students; 

When I reflect on my growth in this area (of knowledge of children's literature), I 

think of Jack and the Beanstalk. Meaning at the beginning of the semester I 

bought a little bean and now it is this huge vine. When I came to this class, I had 

very little knowledge about children's literature. I had some, because I am a mom 

and I read to my children. But my selection of children's books were often off 

fi-om what I would now consider a good book. I learned how even children's 

picture books can stir up emotions or stimulate thinking. I learned how books can 

excite children and create imagination. 

As their knowledge children's literature grew two students, Charlie and Giimy 

changed their choices of future grades to teach. They made this shift because they wanted 

to work with older children who could enjoy chapter books. Charlie wrote; 

I realized that I have to incorporate Gary Paulsen's works as part of my teaching. 

As a resuh of that I have to focus on a particular age group, eleven or twelve year 
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olds so we can be engaged in thought-provoking conversations (about chapter 

books). 

Wavs to use Children's Literature in the Classroom 

As the students participated in activities and experiences with children's literature 

they also made connections about how to utilize that literature in their own classrooms. 

Since I emphasized the joy of reading many students wrote about their appreciation for 

that emphasis and the learning that had taken place for them. Liz wrote, " I have come to 

realize that literature can be used to teach not only how to read but also a love of 

reading." Teresa expanded on that realization, "I have realized that literature must be 

used somewhat carefully in the classroom. If you are not somewhat careful you can kill 

the love of reading rather than nurturing it. You have to cultivate a love of reading . " 

The students also noted the importance of offering choices of reading materials in 

their classrooms. This excerpt from Paul's author evaluation project illustrates what many 

of the students expressed: 

First, it [the project] made me realize the importance of. . letting my students 

discover which books they like and have an interest in, instead of me telling them 

which books are best and assigning them material to read. Students must be free 

to find books they relate to in order to become lifelong readers and discover what 

reading can oflfer them. 
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Graves (1990) affirms Paul's remarks. "Teachers . . . have discovered that when they let 

the children do what they themselves already practice, the quality of their thinking and 

their literate engagement with the world change dramatically" (p 79). 

Several students also remarked on how the element of choice in responding to 

literature could be adapted to their classrooms. Ginny's words expressed what others also 

wrote: 

How differently each individual can 'see' a story! I hope this serves as a reminder 

to me that all of us, including my future students, should be given the chance to 

explore, think, and reflect about their own idea of whatever they have read! 

Three other practices that were regularly part of our classroom routines made an 

impact on the students. Many noted effective ways to read aloud from my demonstrations 

and made a commitment to read aloud every day in their own classes. Because they also 

experienced Literature Circles, others also noted that they would adopt such group 

discussions for their own classrooms. Finally, many students also expressed how they had 

realized the value of being teachers who model reading for their students. They made 

commitments to do so. As Charlie wrote, "I plan to be seen reading by my students as 

often as possible. . ." Charlie's words echo those of Joyce (1983) "All teachers should be 

onmivorous readers" (p. 49). Joyce described an omnivorous reader as one who "radiates 

devotion to reading and continuously shares with colleagues and students perspectives and 

tidbits from the content of what is read" (p. 49). 

Patterns of change in this category demonstrate new awareness on the part of 

students regarding using literature in their future classrooms. These patterns show definite 
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contrasts with previous knowledge. However, the designs in the quilt still contain in a 

harmonious pattern. Remembering Richardson's (1994) caution it would be useful to 

follow the students into their classrooms to see if these awareness become practices. 

Response to Illustration 

As I examined the data I was surprised at the number of times students noted that 

their changes as readers were influenced by illustrations in picture books. Jill A. 's words 

expressed what many of the students wrote, "One way that I've really changed as a reader 

is that I pay a lot more attention to illustrations. I never realized how many types of 

illustrations there are or how much can be communicated through them." Teresa 

explained what she had gained, "I have learned that when reading children's books there is 

a lot more than the words to look at. The pictures add a whole new dimension to the 

book that I had never paid attention to before." 

Jill S. noted how the illustrations are used to further the stor>'line and Shirley 

rejoiced in the fact that picture books are for everybody since she had come to enjoy them 

so much. Charlie described how illustrations and words combine in picture books, "As 

long as they work together, picture books can be awfully effective reading tools." 

Kiefer (1995) writes about the integration of text and the elements of art: 

When the illustrator's choices regarding the elements of art, the principles of 

composition, and the technical elements of book production work with the 

author's words to extend and enhance the meaning of the work, we have an art 

object that can evoke complex, emotional and intellectual responses . . Such an 
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art object and provide the reader with an important aesthetic to those books 

intellectually and emotionally. Their new appreciation experience . (p. 54). 

The students who expressed how picture books influenced them as readers were 

responding to the art of picture books. This is one more in the patterns of change that 

took place over the semester. 

Summary and Reflection 

The students' changes as readers demonstrate various and individual ways they 

have evolved. It was unexpected to find such diverse changes. However, when I reflected 

on how the students began the course I realized that they began as different readers. The 

course encouraged them to choose what they needed as readers, as learners and as 

eventual teachers. Thus it is not surprising that the changes they made were across such a 

wide range. This finding also supports the conclusions fi-om other studies I reviewed 

which verified the individual nature of preservice teachers' voluntary reading. (Agee, 

1995; Bean, 1994; Bean & Readence, 1995; Frager, 1987; Gray & Troy, 1986; Manna & 

MisheflF, 1987; Pajares, 1992) 

When I cross checked each student with each category, 1 found that everyone 

experienced some changes in regard to reading. Some students made slight changes, 

others a variety of changes. I was somewhat surprised by this finding as my impression 

had been that one or two students did not change at all. Yet, in their own words, they 

noted changes. Some of the changes had to do with practices; some with beliefs. 



213 

The metaphor of the quilt helps in understanding the ways the students evolved. 

The completed quilt is not one that has been constructed from purchased fabrics, with 

colors carefully blended and cut to regular shapes. However, the patterns in this quilt are 

distinct and biend in a harmonious way. In addition, the patterns can be traced throughout 

the design. The whole quilt is pleasing to the eye and serves an important purpose. 

Fisher, Fox and Paille (1996) report on research focused on "Personal History, 

Teacher Beliefs and the Influence of Beliefs on Classroom Practices." They quote from a 

study by Grossman, Wilson & Shulman (1989): "prospective teachers' beliefs about 

subject matter are as powerful as their beliefs about teaching and learning" (p. 427). One 

of my goals in this study was to understand preservice teachers' beliefs and personal 

practices about reading and literature. This chapter has described a variety of changes the 

preservice teachers made in their beliefs and practices in regard to reading and literature. 

The ways the students evolved as readers demonstrate how preservice teachers can 

move through reading phases. These findings are consistent with the findings from the 

second question that illustrated how the students were passing through stages in their lives 

as readers. Chapter Eight will advocate how teacher education programs need to evolve 

in order for such changes to occur more widely. 
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CHAPTER 7 SIGNIFICANT ASPECTS OF THE COURSE 

When I taught creative writing I didn't produce writers, I was really teaching 
reading. (Sontag in Gilbar, 1990, p. 190.) 

After analyzing how the students evolved in the course. Children's Literature in 

the Classroom, over the semester, I turned to the data to examine what elements of the 

course were influential. Before discussing that analysis I will explain the results of my 

survey of the research regarding the impact of other children's literature courses on 

preservice teachers. Next, I will describe the findings about the most significant elements 

of the course. FinalJy, I will relate those findings to the ways in which the students 

evolved, noted by the data in Chapter Six. 

Review of the Research Literature 

I found few research studies regarding the impact of children's literature courses 

on preservice teachers. This finding was confirmed by a recent resource guide. Teaching 

Children's Literature: A Resource Guide, with a Directory of Courses. (1995). The 

authors armotated eighty-two articles they discovered in the professional literature about 

children's literature courses in five countries. The articles ranged fi-om 1936 to 1991 

None of the articles described findings that would inform my search. 

I looked at a wide variety of books about children's literature (Heam & Kaye, 

1981, Hickman & Cullinan, 1989; Hickman, Cullinan & Hepler, 1994, Huck, Hepler & 
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Hickman, 1989; Jacobs & Tunnell, 1996; May, 1995; Tomlinson & Lynch-Brown 1996; 

VandergriflF, 1990) for information on my topic. Again, I found little information. 

The following illustrates the sparse results of my survey with samples from the 

research literature. In an article describing the successful use of picture books by five 

teachers. Reed (1989) implies that their success is due to undergraduate courses in 

children's literature taken at Ohio State University. One sentence in Bean and Readence's 

(1995) article also gives credit to a children's literature course, "Taking a children's 

literature class rekindled many future teachers' excitement about reading" (p. 331). 

A dissertation by Mathis (1994) provided the most information. Mathis studied 

the preservice teachers who were students in her children's literature class at the 

University of Arizona. She examined their perceptions of their learning about reading, and 

teaching in the course. Her findings were; 

. . Class members gained a knowledge base in children's literature 

and an understanding through experience of the purpose and 

implementation of literature in the classroom. As learners, preservice 

teachers developed a greater understanding of the complexities of learning 

as well as professional knowledge about literature and its use. As readers, 

they discovered new insights into the reading process, and for many a 

renewed love of reading emerged. As teachers, they constructed new 

attitudes and beliefs about teaching in addition to resources and 

professional preparation gained from the course, (unpaged) 
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Analysis of Research 

A study by Mangieri and Corboy (1981), illustrates how some of the research 

misses the significance of studying the experiential elements of preservice classes. A 

questionnaire was given to 571 elementary school teachers and administrators. "Their 

purpose was to determine elementary school educators' knowledge of children's literature 

and their recreational reading activities" (p 924). The questionnaire asked the following; 

1. Name three children's books written in the past five years. 

2. Name a children's book written in the past seven years in each of the 

following areas or genres: fiction, biography, poetry anthology, fantasy science 

fiction, picture books, and mystery/adventure. 

3. Name three or more activities which promote recreational reading on 

the part of children, (p. 924) 

The researchers characterized the resuhs to these questions as shocking. "91% of 

the respondents could not name three children's books written in the past five years, 71% 

could not list even a single title." On questions two, "few of the teachers succeeded." For 

question three only "11% could name three or more activities which promote recreational 

reading" (p. 924). 

I have not yet reported this study since it was not clear if the educators responding 

to the questionnaire had taken or not taken children's literature courses. Therefore it 

would be inaccurate to suggest that the teacher's lack of knowledge of current books was 

due to a children's literature course. A possibility may be that they did take a course but 

have not kept current. The article does not say. However, Mangieri and Corboy's 
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findings that a majority of the 500 respondents did not know ways to encourage voluntary 

reading suggest that somehow the educators missed this important understanding in their 

preservice education. This finding is the most valuable part of their study. An analysis of 

the findings suggest that a greater emphasis on how to provide rich classroom 

environments that promote literacy needs to be part of preservice education, particularly 

children's literature courses. Such courses could model the experiential design described 

by Mathis. As Short and Burke (1989) comment, "The way students learn in teacher 

education classrooms will shape the way they teach in their own classrooms" (p. 205). 

Gray and Troy (1986) recommend possible ways to shape teachers and continue 

the learning begun in a children's literature course; 

A continuing effort throughout the teachers' preparation would have to be 

centered on helping future teachers see the importance of reading-not only in the 

lives of their students, but more importantly, in their own. With this knowledge 

they would be better equipped to help ensure that reading does play a focal role in 

the lives of their students, (p. 184) 

LaBonty (1990) also calls for a change in the content of education courses. She 

enacted such changes in her own courses when she asked students to set personal reading 

goals in the areas of recreational reading, professional reading and children's hterature. 

She indicates that many of the students reported an "enjoyment in reading for pleasure that 

had nearly been forgotten" (p. 9). LaBonty concludes with ". . . Any behavior we value in 

college students needs to be modeled by instructors . . . Inspiring education students to 
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become active readers so that they can, in turn, instill those attitudes in children cannot be 

left to chance" (p. 12). 

Mathis' dissertation (1994) definitely demonstrates the need for research on the 

impact of children's literature courses. Her findings provide information and new insights 

that can guide teachers of children's literature courses and those that design preservice 

teacher education programs. However, it is clear that much more research is needed. 

My review of the professional literature (Heam & Kaye, 1981, Hickman & 

Cullinan, 1989; Hickman, Cullinan & Hepler, 1994; Huck, Hepler & Hickman, 1989; 

Jacobs & Tunnell, 1996; May, 1995; Tomlinson & Lynch-Brown 1996, Vandergriff, 

1990) demonstrates that children's literature authorities recommend and many elementary 

education teachers include routines like reading aloud and Silent Sustained Reading to 

promote reading. However, how children's literature courses influence these routines and 

the connections between literature and reading in the classroom is not mentioned. Only 

Mathis' study was concerned with some of these points. The results of my review of the 

literature imply that there is a need for more research. Then actions are needed to 

implement classroom literature programs that would encourage, to paraphrase Britton 

(1977) "more children reading, children reading more." My study is an attempt to fill the 

need for more research. 

Significant Elements of the Course 

As explained in Chapter Two, I emphasized and modeled during the course in 

children's literature practices such as reading aloud and Literature Circles. It was my 
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belief that if the preservice teachers experienced such practices they would want to adopt 

them in their future classrooms. In addition, such practices were included in the class 

because the research and my experiences had shown that they were vital in encouraging an 

enthusiasms for reading. I was interested if the findings about the changes that the 

students noted during the course were connected to such routines. 

Question four of the study was concerned with the significant aspects of the course 

which contributed to how the students evolved as readers. Before noting the specific 

aspects of the course which are related to the ways the students evolved, I will first 

discuss the significant elements of the course that were noted in the data. 

The primary data sources were the exit interviews with eight of the students, and 

all the students' final self evaluations and course evaluations. (See Appendix D for 

examples of these documents,) Secondary sources of information were journals, and 

midterm and project evaluations. In the exit interviews, the self evaluations and the course 

evaluations, I asked the students to explain the most significant elements of the course. 

Other questions asked them to tell which assignments, class activities, or projects were the 

most usefiil and promoted the most learning. The categories that emerged fi-om the data 

followed the thrust of these questions, since most of the data was direct responses to these 

questions. 

An overall evaluation of the course by the students was obtained in their final 

course evaluations. An important aspect of the students' course evaluation is the first 

question they were asked to answer after referring to the syllabus. "How well did the 

course match or not match: the description of the purpose of the course; the description 
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about the beliefs about learning; the description of the intent of the course?" All the 

students who turned in the evaluation stated that the course matched the descriptions in 

the syllabus. Stella's remarks are typical of what the others wrote: 

I feel that the course purpose stated in the syllabus completely matched and the 

class went beyond. The course not only taught about children's literature, authors 

and resources, but it also gave a sampling of different ways to use literature in 

teaching ... I think that all the beliefs were upheld with the most regard and 

taught thoroughly. .1 also believe the intent of the course was achieved. I have 

come away with wonderful enthusiasm for children's literature and have learned 

exciting and creative ways to introduce books to my students. As our professor 

you not only provided a strong foundation but also exceeded in your teaching 

duties by empowering us as individuals. 

The only suggestions for improvement that the students made asked for more time for 

their favorite topics. The following addresses the students' views of the most significant 

aspects of the course and follows the order of importance they mentioned. The discussion 

will treat separate aspects of the class mentioned by the students. Just as there were 

diverse changes noted by the students, they also listed a variety of significant elements for 

the course. Some students mentioned four or more diflFerent aspects of the class as being 

most useful, most significant or promoting the most learning. 
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The Influence of the Instructor 

The most significant element of the course appeared to be the influence of the 

instructor. The following excerpt from my exit interview with Ginny demonstrates this 

unexpected finding; 

Marilyn: What was the most significant aspect of the course which contributed to 

the changes you made? 

Ginny: It was you! 

Marilyn: I can't put that in my dissertation! 

Ginny: You have to. Everyone I've talked to said the same thing. You could have 

given this material to anyone else, but it was the way you presented it. The way it 

came oflF to us. Your enthusiasm for how you can use books in the classroom, that 

changed us. Your teaching style allowed for mutual respect, choice and challenge! 

I have never had a more enjoyable learning experience. 

When I examined the data to discover why my influence was such a positive 

factor, I found that most students, thirteen, mentioned the enthusiastic, passionate and 

joyfiil way I taught and shared the literature Scott expressed what most of these students 

also noted: 

You are somewhat of a 'maverick' in the teaching profession. I say this because 

your primary purpose in teaching is to instill passion for reading and learning. 

Sadly, this has not been the case with the vast majority of my teachers. Your 

openness about your opinion, as well as acceptance of ours, makes you all the 

more unique. 
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Other students noted the ways I demonstrated my care for them. Lori explained 

how I showed my caring and connected it to her future classroom; 

One thing I plan to do is to get to know my students personalities and open myself 

up to them. You did that with us Marilyn, and it really makes a difiference. I felt 

like I could talk to you, and ask questions, or voice concerns and so I benefited 

fi-om the class. In the future I would like my students to feel that rapport with me 

so we do have an atmosphere of unity in which we can respectfully leam from each 

other like we did in this class. 

Some students mentioned other aspects of my influence; my role as a facilitator; 

the many books I brought to share in class and with individuals; the work I put in 

preparing and organizing the class; the anecdotes fi-om my own teaching I shared, the 

fi-eedom I gave the students to explore; how I encouraged the students to be themselves, 

how I promoted their creative thinking. 

Paul summed up what others wrote; 

. . . Knowing that you value our thought process . . has changed me 

tremendously as a learner, as it has gotten me to change my perception of what 

learning is all about and has given me the fi^eedom to focus on the process and 

essential aspects of learning rather, than on the fiills and extras . . that have 

nothing to do with actual learning. 

I was uncomfortable with this finding because I thought perhaps the students were 

being kind, or trying to curry favor to improve their grades. To check this finding, I 

consuhed another source of data. Merriam (1988) advises triangulation of data to ensure 
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that results are dependable. ". . Triangulation strengthens reliability as well as internal 

validity" (p. 172). The data I used as a check was the Instructor's T.C.E. Report issued 

by the Instructional Assessment and Evaluation Services of the University. The students 

had filled out evaluations about the course anonymously, without me in the classroom. 

Using this data allowed me to check if the students' comments to me were supported by 

their anonymous evaluations. An analysis of the questions on the evaluation that were 

concerned with the instructor showed high ratings. The most revealing comments were 

the ones the students wrote at the bottom of the form. Only two of the students wrote 

nothing. All the rest of the comments were positive. These comments confirmed the 

findings in the rest of the data about the influence of the instructor. 

Another reason I was uncomfortable with this finding is because at first glance it 

appeared that the most significant aspect of the course was connected to the instructor's 

personality I had thought I would remain neutral as a participant when I was examining 

the findings in the data. Johnston (1992) writes about "The Ethics of our Work in 

Teacher Research:" 

. . Teacher-researchers who act as both participants and observers in their own 

classrooms carmot assume either that they work fi-om positions of neutrality, or 

that the activity of research is neutral. Research is intervention. Moreover, 

research is intervention laden with the philosophy and persuasion of the researcher 

(p. 38) 
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I then realized that I was not a neutral observer. I had been expressing qualities which 

caused the students to respond positively. They mentioned these qualities; passion, caring, 

creativity, dedication, joyful, thoughtfulness, appreciation of others, honesty and 

generosity. I have been greatly influenced by the writings of Mary Catherine Bateson 

(1994). In her recent book. Peripheral Visions she writes: 

The gift of personhood is potentially present in every human interaaion, every 

time we touch or speak or call one another by name, yet denial can be very subtle 

too, inflicted in the failure to listen to empathize, to attend. . . . One can define a 

human being by DNA or by the physical traits of the species, but I prefer to use the 

word person for the focus of a pattern of relationships. Caring and commitment 

are what makes persons, and persons in turn reach out for community. 

Personhood arises from a long process of welcoming closeness and continues to 

grow and require nourishment over a lifetime of participation (p. 62). 

This "personhood" was also a quality I had striven to achieve in my classroom. 

The data suggests that the students valued that "personhood." 

In the Prologue to Children's Literature in the Classroom; Extending Charlotte's 

Web (1994) Huck lists qualities and understandings a literature teacher needs These are 

also qualities that the students mentioned were significant in our course. Huck writes; 

You don't use literature-you enjoy it, you laugh or weep, entertain new ideas, 

meet characters you'd never have a chance to meet, connect literary experiences 

with happenings in real life, or join a book with others you've read, have your 
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mind stretched, your imagination filled-all by literature. . . The whole reason for 

learning to read in the first place is to find enjoyment in reading, (p. 4) 

She continues, "Teachers should share books that they like and think their children would 

like." (p. 6) She argues that a comprehensive literature-based reading program requires 

teachers to have; "A knowledge of the motivational power of reading real books, whole 

books. . . . An appreciation for the strengths of books . . ."(p. 13-14). Huck's words 

provided a goal for the teachmg of the literature in my course. I had worked hard to 

exemplify these qualities. As I studied the perceptions of the preservice teachers in my 

class, I was interested to discover that the students recognized those qualities. 

Katherine Paterson, the award winning children's author, in her book. The Spying 

Heart (1989), describes a teacher who matches Huck's description; 

I was once introduced to a young man who at least four different people had told 

me was the greatest reading teacher in the state of Missouri. I find myself slightly 

awkward in social situation, so I did what most awkward people do, I asked a 

dumb question; 'Everyone tells me you're the greatest reading teaching in the state 

of Missouri," I said. "So, what is your secret?' The young man shifted 

uncomfortably from one foot to the other. 'I'm not a reading specialist,' he 

mumbled shyly. 'I'm just an ordinary classroom teacher,' That would have 

finished our conversation except no one stepped in to rescue us fi"om each other, 

so we were forced to keep talking. And ten minutes later I suddenly realized that 

he did, indeed, have a secret. He had begun talking about books he loved. His 

face glowed as he spoke, and this shy, quite ordinary young man became incredibly 
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attractive. I was thrilled when he mentioned a book I knew and could hardly wait 

to get my hands on the others. Nobody had to explain to me why year after year 

his students read more books with deeper understanding than all the other sixth-

graders in the state. Perhaps this is the way to teach children. First, we must love 

music or literature or mathematics or history or science so much that we cannot 

stand to keep that love to ourselves. Then, with energy and enthusiasm and 

enormous respect for the learner, we share our love. And we don't give out love 

in little pieces, we give it full and ruiming over. We don't edit or censor or 

predigest; we entrust it in its flilkiess to someone we hope will love it too. For it is 

the whole work that illumines, not a stop-and-go sample, (p. 141-142) 

One of the reason that I have been successful in the past is that, like the teachers Paterson 

and Huck describe, I have shared my love, my passion, my knowledge of books with my 

students and the teachers in my workshops. In doing so, I have forgotten myself in the 

excitement of sharing. The students identified this fact. These qualities stood out. I had 

successfully striven to create in my classroom what Smith (1995) describes as a "literature 

program filled with passion" (p. 193). 

There is another aspect of the influence of the instructor. I had attempted to 

demonstrate good teaching practices. The way the students described those practices was 

to identify them as qualities of the instructor. Many mentioned how they were relating 

those practices to how they wanted to teach. Fenstermacher (1990) describes a criteria 

for good teaching; 
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Teaching, at least what most of us would regard as good teaching, requires that 

the teacher give his or her knowledge away to the leamer-both knowledge of the 

subject under study and knowledge of how to learn that subject. Eventually, the 

good teacher must also give most of his or her knowledge of teaching away to 

learners, in the hopes that they will learn to be teachers of themselves (p. 136). 

I had attempted to give the students my knowledge of children's literature and how to 

acquire it through good teaching practices that they could emulate. Words like the 

following from Jesus and Charlie made me think I had accomplished my goal. Jesus 

wrote, "This course has influenced me as a learner, reader, and teacher in unforgettable 

ways." Charlie declared, "I've made the transition from student/learner to teacher to 

be/leamer." 

Small Group Work 

The second most significant aspect of the course noted by the students was the 

opportunity to work in small groups. At the beginning of the semester the students were 

asked to sit in small groups of four. These groups were changed at least four times during 

the semester. (This process was described in Chapter Two). 

The reasons why the students thought this was a significant aspect of the class 

were diverse First, the students mentioned that they were comfortable working with each 

other. This was because they had gotten to know each other through reading each 

others' literacy autobiographies and working in different groups during the semester. The 

small group work enabled the students to feel comfortable in the class. Jill A. set a goal 
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for herself to speak out in class and talk with others. She wrote, "I am a very shy person 

and I am continually working to overcome it." At midterm, Jill A. wrote, "I think I am 

just now starting to become more comfortable talking with my classmates, and I think 

switching groups helped a lot." 

Jesus also thought that switching groups aided his comfort in working with others. 

His remarks catch the flavor of what others also expressed, "I am getting to know more 

and more people each day. I hate going through classes without meeting anyone. We can 

learn just as much from our classmates, as we can from our instructors." Later he wrote, 

"I enjoy working in groups, and I think that this is why I love this class so much. We learn 

how to help each other, and how to learn from different opinions." Jesus also mentioned 

how the interchange with the others inspired his reading, "Seeing the love for the literature 

in my classmates' eyes, inspired me to read. I wanted to experience what they had in the 

books, and this is probably the main reason that I read 30 extra books." 

Other students also commented on the positive aspects of working with each other 

in Literature Circles, in theme study groups and to collaborate on class activities. These 

comments included: "it was fiin to work together;" "it helps to hear other sides of issues;" 

"it was valuable to witness how effective group work can be in a classroom." Charlie 

summed up what many others said; 

Cooperative learning is such a rich way to experience literature. If we had been in 

rows and you had just been reading and lecturing, and we had not talked to each 

other, it would have been a waste. We gave willingly to each other, without 

disagreements or arguments. 
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Group work and the students' appreciation for each other contributed to the warm 

and friendly environment that many noted as a bonus for the class. Jesus characterized the 

environment as "fim." He wrote, "I learned more than I ever had, while having the most 

fun that I ever had." Paul thought the class had: 

. A non-threatening environment where everyone feels comfortable speaking 

and expressing their opinions. . . Plus everyone in the class is so enthusiastic and 

accepting that a great and relaxed environment has been created in our class, which 

leads to awesome discussions because everyone feels free to participate. 

In Chapter Two, I described my goals for the class. One of those goals was to 

have the students experience the richness of working together in a comfortable 

environment. The foundation of this goal was grounded in Vygotsky's (1978) view of 

learning which stresses the role of social interaction and that what we learn to say as we 

talk with others goes inward and affects how we think. I also designed experiences for the 

students to collaborate because I understood that it would increase their motivation to 

learn. Gambrell and Morrow (1996) confirm that belief 

Recent conceptualizations of motivation have been developed that reflect the 

important role of collaboration in motivation to learn (McCombs, 1989; Oldfather, 

1993;). Current theories of motivation recognize that learning is facilitated by 

social interactions among peers (McCombs, 1989), and they acknowledge the 

social nature of literacy learning (Brandt, 1990; Oldfather, 1993). Many reading 

studies in the last decade have found that collaboration promotes achievement, 

higher level cognition, and intrinsic motivation (Almasi & Gambrell, 1994, Slavin, 
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1990; Wood, 1990). For these reasons, collaboration is viewed as a critical 

dimension of the motivating instructional context (p. 118). 

There were many comments in the data that the opportunity to collaborate 

together increased the students' motivation to learn. The students described their group 

work as "fiin, creative, awesome, comfortable and supportive." Several cited their lack of 

absences because they did not want to miss the "fiin of working together." 

The students made many other appreciative remarks about how their interactions 

were motivating. Kiley wrote, "The enthusiasm . . by the class was a really great 

motivater." Stella described how her classmates were great resources. Several others 

spoke of how they had come to value the talented people in the class. 

Group work was such a significant aspect of the class because it was part of the 

environment that promoted social interactions. Such interactions were cited as elements 

of a model university, whole language class described by Routman (1996). The students' 

enthusiasm for working together is another indication that the success of the class was 

due to the whole language principles that guided it. 

Assigned Projects 

The next most significant aspects of the class noted by the students were the 

assigned projects: the reading record, the poetry project, the resource notebook, the read-

aloud project and the author/illustrator project. All these projects have been described in 

detail in Chapter Two. The theoretical reasons for the assignments was also explained in 

that chapter. 
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The author/illustrator project was mentioned as prompting the most learning. 

However, many students gave equal weight to the reading record, the author/illustrator 

project and the poetry project. As Jennifer Z. wrote, "Every assignment was useful!" The 

following discussion will detail why the students thought these projects were valuable. 

Author/Illustrator Project 

Many of the students mentioned that the author/illustrator project was so valuable 

because they learned about an author in depth and shared resuhs of their learning. After 

each student's presentation, everyone received a handout with an aimotated list of the 

author or illustrator's books. These lists served as inspiration for further reading. The 

impact of Charlie's and Colette's presentation about Gary Paulsen has already been 

described. Because Charlie and Colette were so passionate about their author, other 

students were also inspired to read his works. Those works were listed on an attractive 

handout for everyone to use as a resource. Many students noted that they got a great deal 

out of the research for their presentation, but they got the most from listening to their 

classmates' presentations and the sharing of the handouts. 

Reading Record 

The students described the reading record as having the greatest impact on their 

learning. They gave reasons such as: they gained a wide exposure to children's literature, 

that exposure enabled them to make informed choices; they created a usefiil resource for 

their future classrooms; they learned about new genres. 
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An unexpected finding about the reading record came fi'om a question on the final 

course evaluation, "Would you make any changes in the required reading?" When I wrote 

that question I was thinking about the readings in the textbook and the packet. However, 

most of the students' replies were concerned with the number of books required for the 

reading record, one hundred. Almost all of them said that the number seemed 

overwhelming in the beginning of the class, but they were able to accomplish the 

requirement. They also noted that if the requirement was lower they would not have 

gained so much. Their biggest complaint was how long it took to write the record. Jill S, 

expressed what others wrote: 

The assignment that I found to prompt the most learning would have to be the 

reading record. Although, filling out my record became tiresome, the record 

proved quite valuable to my learning more about children's literature. Had I not 

read so many children's books, I would have never understood what children's 

books are about. I read some great and not so great children's books. This 

enabled me to get a better grasp on what I consider to be good literature and the 

kind of books I hope to offer in my classrooms. Without this assignment, I don't 

think I would have come away with the same kind of enthusiasm as I have now. 

Poetrv Project 

The poetry project was also popular with the students. When the students wrote 

about the usefulness of the project they included in their evaluation, the class time we also 

spent on poetry. They also noted how valuable it was to share their projects. On the day 
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the poetry projects were due, we spent most of the class period sharing and browsing the 

projects. Amy's words capture the flavor of the students' assessment of their poetry 

experiences; 

. . .  I  r e a l l y  e n j o y e d  o u r  u n i t  o n  c h i l d r e n ' s  p o e t r y .  . 1  f o u n d  t h e  p o e t r y  p r o j e c t  

very useful because it required me to look at children's poetry and its many parts 

and uses. I got a lot out of our sharing of our poetry projects. Seeing what other 

people did gave me really good ideas about poems that I had never heard before. I 

had never before experienced poetry in such a fiill way. The choral reading was 

really fun and everyone was involved. And, the poem that you read in which we 

responded to it line by line was a great, fresh way to engage us in the poem. 

I was pleased to see the student's response to poetry. In class, I made an effort to 

emphasize the enjoyment of poetry. I hoped to engaged the students in the pleasure of 

poetry. Denman (1988) writes. 

Poetry is a much a part of human beings as their cultural history It is the gift of 

cultural memory. But we are not bom understanding and appreciating this legacy. 

The gift must be taught, passed gently and joyfully from one generation to the next 

(P- 7). 

After seeing the students' renewed or new enthusiasm for poetry I was hopeful they would 

pass on that love to their own pupils. 
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Resource Notebook 

The resource notebook served as a portfolio of ail the students' work in the class 

plus other resources they had acquired. Many students remarked on how the notebook 

will be a useful tool in the future. Lori's words humorously express what many others 

also mentioned; 

My resource notebook will be one of the few things that will survive being thrown 

out at the end of the semester. I hate saving papers and accumulating material 

from classes. If it's books or some other good solid item that can go neatly on a 

bookshelf and serve a purpose without cluttering my bedroom and life, that I'm all 

for keeping it. The resource notebooks falls under a good, solid, shelfable, serve a 

purpose item-so it's a keeper. Seriously, even though it looks like mayhem and 

madness I know what's inside and I also know I will be adding to it in my own 

way and time throughout college and beyond 

Read-aloud Project 

The read-aloud project was also described as being useful. The students noted that 

the project gave them a chance to practice their oral reading skills. Because they were 

required to read aloud to children on three separate occasions, the students had a chance 

to apply what were learning in order to improve. After their first session, several students 

learned the value of carefully selecting the book to read aloud. Others noted the 

importance of being familiar with the story in order to be free to establish eye contact with 

the children. Some described how they were practicing making their voices eflFective. 
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Almost everyone stated that the project gave them more confidence and, therefore, made 

them more comfortable with the process. Several suggested that the project be expanded 

for future courses. Charlie's list of what he learned is an example of the comprehensive 

learning that took place; 

1. Don't underestimate the endeavor of reading aloud to others! 

It takes Planning-know what you're going to read, know it well. Have a seating 

arrangement figured out-where do you want to be in relation to the children you're 

reading to. Take into consideration the time of day you choose to read. In my 

case, this wasn't a real big factor: Shannon was attentive throughout and Sean was 

always five years old. Enough said. 

It also takes Rehearsals-I fared much better with the materials I had 

practiced before hand. Also, the more I practiced, the easier it flowed Live. 

2. Establish Rules Immediately. As good teachers know the importance of 

establish rules early in the school year, I should have known the same for this 

endeavor. I didn't and my first read-aloud experience approached Disasterville. 

This is especially true of young children who would rather play and socialize and, 

as a result, view the read aloud experience in the same light. 

3. I also learned that not only is poetry most effective when it's read 

aloud, it's best when you get to share it with a fiiend. 

4. Finally, I realized that reading aloud is like any other task that's 

worthwhile: it is a process, and like any other process, practice equals progress. 
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Class Activities 

Two activities that were a regular part of each class routine were reading aloud 

and browsing. Both of these activities were mentioned as influential. 

Read-aloud Demonstrations 

I carefully chose a books and poems to read aloud to the whole class. Many 

students remarked that the demonstration I provided in class helped them in their read-

aloud projects. My reading aloud had a variety of outcomes. First, the students noted 

that it contributed to the warm environment of the class. Second, the titles I selected 

inspired the students to read other titles by the same authors and to share the books I had 

read with their fnends and family. Others remarked that they simply enjoyed listening and 

looked forward to the experience each day. Jennifer T. wrote, "This really made the day 

fun and gave us something to look forward to." 

In Chapter Two, I described at length how the research literature afBrms the 

practice of reading aloud. Many of the students made connections between the read-aloud 

experience in class and their future practices. Kiley wrote, "When I realized what an 

impact the read-aloud had on me, I realized what a great influence they will have on my 

students." The students' response to the read-aloud experience in our class confirmed that 

it was a valuable practice. This finding also suggests that the inclusion of the read-aloud 

routine may influence these preservice teachers to include it in their own classrooms. 

Future research in their classroom would verify this finding. 
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Browsing 

I expected that the students would appreciate that they had opportunities to see a 

number and variety of books during the class browsing time, and they did. In addition, 

they also noted that it was an important activity because it gave them time to share. 

Jennifer T. described these values: 

I really enjoyed these times because it gave us time as a class to share favorite 

books we had read, and more beneficial to me, to see and read so many different 

genres of books. Some of the books I have incorporated into my own collection is 

because of the browsing time we have had. 

To keep high interest in browsing, I sometimes set up a specific purpose for the 

activity. For example, on the day devoted to biographies I set up room 534 with many 

biographies fi^om that collection and those I had brought fi^om home. Because we were 

preparing to begin the theme study, I wanted to provide some practice for the students. 

The purpose for browsing that day was to work with a partner to find ways to make 

connections between the biographies. Jesus commented on this class in his journal: 

Thursday, we discussed biographies. To be honest, I was not looking forward to 

discussing this topic. I have always thought that biographies were boring. The 

only ones I have ever read, were the ones for research papers I never thought that 

they could be so interesting. Biographies can also tie into different themes and 

topics. Several of the ones we found were: Civil War, slavery, Afiican-Americans, 

Generals and Buffalo Soldiers. I plan to use a lot of biographies when I teach. 
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Giving the students a purpose for browsing was appreciated by several others. They 

found it, as Stella wrote, "useful in forming themes." In fact the students found browsing 

time to be so helpful that when we revised the syllabus they asked for one class period to 

be set aside just for browsing. The syllabus stated that one of the beliefs about learning 

that the class was based on is "learning is an active process." The success of the browsing 

period demonstrated that the students valued the opportunity to be actively immersed in 

the literature and share it with others. 

Assignments 

Class assignments were different than class projects and activities in that they were 

ongoing and done out of class. Assignments included textbook and packet readings and 

journal writing. None of the students listed the assigned readings as a valuable part of the 

class. They did mention that the textbook. Children's Literature Brieflv by Jacobs and 

Tunnell (1996), did live up to its title. The readings were in Alyssa's words, "short and to 

the point." The students found the readings helpful in providing background for topics 

covered in class. Some students also noted that the packet readings were interesting. 

Several students chose to reflect on the readings in their weekly journals. In their entries 

they ask questions and probed issues. These journals encouraged a dialogue with the 

reader whether it was my turn to read the journal or a student's. 

Journals 

Often in their weekly journals, the students complained that they didn't know what 

to write about or didn't have time. So it was a complete surprise when I analyzed the data 



239 

to find that seventeen students extolled the value of their journal. Jennifer Z. expresses 

what several others wrote: 

As much as I hate to admit it, the assignment that prompted the most learning for 

me was writing journals. I am surprised at my own realization. Through writing 

these journal entries, I learned a lot about myself as a reader and a learner I had 

an eye-opening experience as I reflected on my thoughts throughout the course of 

the semester. In writing these journals I found that I was able to dig deep down 

inside myself to find my true feelings and thoughts regarding various aspects of my 

life, specifically my history of reading. I gained a true understanding of the 

importance of reading and the essence of the impact it can have on a person's life. 

Because of the students' complaints, several times during the semester I 

considered doing away with the journal requirement. However, because I believed so 

strongly that the journals could be a valuable tool for the students in understanding their 

personal knowledge, I kept the assignment. Ray (1993) argues, "Any discussion of 

teacher research must acknowledge the fact that most practitioner inquiry begins and ends 

with personal knowledge" (p. 82). Since most of the students said they had never before 

kept a journal, I thought that the assignment was even more valuable in beginning a habit 

of personal inquiry. 

The other remarks about journals demonstrated that the students were on their 

way to personal inquiry. These remarks included; "the journal was a comfortable place to 

talk to the instructor and get feed-back fi^om classmates;" "opened my mind to ideas and 

allowed me to evaluated myself more," "loved to express my feelings," "gave me an 
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opportunity to think and explore thoughts;" "learned to connect literature to life;" 

"responding to others' journals helped me feel I was making a contribution;" enabled me 

to integrate learning in other classes with this one." 

Paul was one of the most enthusiastic journal writers. He used his journal as a 

place to wonder, work out issues and explore ideas his ideas about teaching. He was 

ah-eady practicing personal inquiry; 

I am actively trying to confront and determine what teaching is all about and how I 

can do it most efifectively. The journal has ofifered me the ideal place to do this 

exploring and wondering, and that is why, I believe it has been such an incredibly 

valuable thing for me. 

I was pleased that the students responded so favorably to the journal assignment. I 

also had found them useful. The ideas, feedback, questions and concerns that I read every 

week informed my teaching and enabled me to change classroom practices to respond to 

the students' needs. It also gave me an opportunity to get to know the students on an 

individual basis. Because of this I was able to oflFer advice, share stories, suggest titles, 

connect students with others who were exploring similar issues and recommend 

professional titles to use for further investigations of concerns. The syllabus had stated; 

"Our class experiences are based on the following beliefs about learning; . . . Learning is 

reflective as well as active." The students' comments about the value of the journal 

demonstrated that this belief had brought fruition. 
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Self evaluation 

The syllabus also outlined the ways in which the students would be engaged in 

their own evaluation. "Self evaluation is an integral part of learning." 

The students were asked to write their own goals for learning in the class and then to 

evaluate their progress toward those goals at midterm and the end of the semester. In 

addition, they were asked to reflect on a series of questions designed to encourage their 

reflection about their efforts and progress on different assignments and projects. (See 

Appendix D for copies of the forms used to stimulate the written evaluations.) Such self-

evaluation was also a new process for them. Many of the students noted that the 

evaluation part of the course was very valuable in promoting ownership of their learning. 

Jesus' remarks expressed what others said; 

At the beginning of the semester, I was not sure how I was going to learn in a class 

that did not have tests. I had never been in a class, that was based on goals that I 

set for myself This class has helped me become a self-motivated learner. I 

learned what I choose to learn, and I pushed myself to learn more. I have learned 

more through this class, than I have in many classes that were based on tests. 

At first the some students struggled with declaring their goals. One person stated 

he wanted to have fiin in the class. However, by midterm those who had such slight goals 

had revised them and happily reported their substantial progress at the end of the 

semester. Jennifer Z. was one of those students. At midterm she explained: 

My goals fi'om the begiiming of the semester are extremely vague and general. I 

don't think I understood the assignment clearly. . . . This midterm evaluation helps 
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me determine in a more clear and concise manner what my goals are for the rest of 

the semester, because they definitely needed to be revised. 

Jennifer then listed her revised goals which were based on her evaluation of progress to 

date and where she wanted to be at the end of the semester. She was engaged in a process 

of discovery. 

Scott described what others had mentioned-that self evaluation was a new process; 

Self evaluation (in other courses) was never an option. A guide had always existed 

to measure myself by. LRC 480 has allowed me to examine what I've gotten from 

a course. Usually, I am left to wonder just what I learned from a class. This time, 1 

know. 

Jennifer T. summed up what others discovered in the process of self evaluation; 

. . The assigrmient that prompted the most learning for me was the self 

evaluation at midterm and at the final. I learned a lot about myself, not only about 

what I have learned this past semester, but what my beliefs and philosophy are 

concerning teaching. Before this class if anyone had asked me what my philosophy 

was I don't know if I could have answered them After the numerous reflection 

opportunities I have had in this class I now know. 

These students had gained an understanding of how to set their own goals for 

learning and accomplish them. As Charlie wrote, "As a learner, I've grown up in the sense 

that I don't learn just to get a grade. I learn to obtain knowledge that will be useful to me 

as I become a teacher" 
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Choice and Control 

Closely related to the students' opportunity for self evaluation was the choices 

they made about their own learning. One of the beliefs about learning in the syllabus was 

that, "Choice allows learners to connect to their experiences and feel ownership in their 

learning process." Students exercised choice and control of their own learning by setting 

their goals, self-evaluating; choosing what they read; deciding the format for their reading 

record and resource notebooks; and selecting the subjects of their projects. Because they 

had control over such choices the students recognized how they were affected as learners. 

Kiley described this realization; 

I enjoyed reading the literature in this class because 1 was reading for myself I 

was reading for enjoyment and getting out of the books what I wanted to get out 

of them. If you think about it, people love watching movies. . . . But, if you knew 

there was a test at the end of every movie you watched, how enjoyable would 

those movies be and how often would you want to go to the movies? We were 

exposed to so many excellent books, but even more than that, were able to learn 

and talk about them at our own pace. The course was structured, but also gave us 

a chance to talk about the literature and explore it on our own. 

Jennifer T. agreed with Kiley, "We were given choices in all situations . . " 

After midterm the students were involved in changing the syllabus to reflect their 

goals for the remainder of the semester. This choice and control over their learning 

resulted in a serious discussion about what activities they wanted to include for the rest of 

the semester. Jesus mentioned in his journal what many others commented: 



On Tuesday, we altered the syllabus for the rest of the semester. I have never been 

in a class, that has given the students the right to decide what will go on in class. 

This is one of the reasons that I like this class. We have a say in what we learn. 

As teachers we should respect and listen to our students' opinions. This makes 

school more appealing to students, and students might begin to see learning as fun. 

Gambrell and Morrow (1996) explain why the choices and control the students 

experienced were significant for them. 

Providing opportunities for students to make choices about their learning tasks is 

consistent with the construct of control as articulated in theoretical constructions 

of intrinsic motivation (deCharms, 1968; Deci & Ryan, 1985; Lepper, 1988). A 

number of studies support the contention that interest and commitment to learning 

are enhanced when the learners are involved in making choices about instructional 

tasks (Deci & Ryan, 1985; McCombs, 1989, 1991). Research by Turner (1992) 

and Spaulding (1992) suggests that when students are provided with choices in 

their literacy learning, self-perceived control and engagement in literacy tasks and 

activities increase. 

When students are provided with opportunities to make choices, they feel 

that they have some control over their own learning, (p. 118). 

The students had many opportunities to make choices during the course. The findings 

suggest that this element of the class was influential in creating an environment where 

learning took place. 
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Reflection 

As I considered the implications of these findings, I reflected on a description by 

Routman (1996), of a model whole language university class taught by Judie Thelen. The 

following are the elements of that class; routines students can count on; an environment 

for small-group work and interaction; a negotiated curriculum; demonstrations of 

instructor expectations; lots of choice; mini (focus) lessons based on the students' needs 

and requests as they arise in class; social collaboration in learning, self evaluation, the 

instructor acting as a model learner (p. 50). Routman writes, "What Judie Thelen does as 

a teacher-learner impacts her students greatly" (p. 51). As I contemplated the elements of 

this model class, I realized that the students noted the same elements about our class. In 

addition, the data demonstrates that the students were considering how they would 

employ these elements in their future classrooms. As Mark wrote, "As a teacher, I found 

this class the only one thus far with some credible application to my classroom." Ginny 

agreed, "I have gained valuable insights into how to use literature in the classroom, . . 

with the hands on experiences in LRC." 

These findings confirm the research conclusions by Mathis (1994) about the same 

course at the University of Arizona. The students in my course had also increased their 

knowledge base in children's literature and an understanding gained through experience, 

of the purpose and implementation of literature in the classroom. My study also confirms 

what Mathis found about the preservice teachers as readers and fiiture teachers. 

In addition, these findings fiirther the eflForts Gray and Troy (1986) and LaBonty 

(1990) recommend in regard to encouraging preservice teachers to value the importance 
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of reading in their own lives. I had included classroom experiences which would 

encourage an enthusiasm for reading. The findings suggest that the routines and 

classroom practices accomplished their purpose. The students had become more 

enthusiastic readers. Finally, I had also planned such routines and practices to encourage 

the preservice teachers to adopt them in their classrooms. The findings suggest that such 

is their fiiture plan. Again, only future research will verify this outcome. 

Relationship of Findings to Ways Students Evolved 

Next, I will describe how the changes the students noted were related to the 

significant aspects of the course they identified. The discussion in Chapter Six explained 

how the students evolved as readers in the study. The next step of making the 

connections between the significant aspects of the course and the ways the students 

evolved as readers was difiBcult for two reasons. First, the ways the students evolved 

were diverse. It would be hard to cormect each change with a corresponding significant 

element. Second, at the end of the semester I asked, "What were the most significant 

aspects of the course that contributed to these changes?" This question was asked in the 

final course evaluation and in the interviews. The problem was that I did not ask them 

why or how those aspects were significant. In addition, the data for the changes was 

recorded in many places and hardly ever connected to the significant elements of the 

course. To solve this problem I decided to examine the data again. This time I just 

looked at the students' answers to two questions on the final course evaluation and in the 

transcripts of the interviews: 
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• How have you changed or not changed as a reader during the course? 

• What were the most significant aspects of the course which contributed to 

changes you may have made as a reader? 

Through this process, I was able to more narrowly focus on the changes the 

students noted and the aspects of the course that contributed to those changes. Revisiting 

and reanalyzing the data offered an opportunity for triangulation of the previous findings 

about the changes and significant aspects of the class. The following discussion explains 

the findings of revisiting the data and then the suggested connections. 

Changes as Readers 

The changes listed by the students in response to the first question were not as 

diverse as those that were found in a wider examination of the data. However, in their 

short answers to the question, the students appeared to generalize more than they had in 

their evaluations, journals or in the other data. The changes that emerged from the data 

were grouped into six categories: 

• enthusiasm for and renewed enjoyment of reading; 

• improved reading abilities, 

• more attention to illustrations; 

• a new love of poetry; 

• connections with future classrooms; 

• new interest in other genres. 
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The first category was listed by more than half the student, enthusiasm and 

renewed enjoyment of reading. Since the other categories were just mentioned by one or 

two students I will concentrate my analysis on this major change. When I revisited my 

analysis of the changes noted in the wider examination of the data, I realized that the 

findings were consistent. The majority of the changes described in Chapter Six can also be 

categorized as an enthusiasm and renewed enjoyment of reading. 

Significant Aspects of the Course 

In my analysis of the second question I found similar agreement with the previous 

findings discussed in this chapter. Three categories emerged fi-om the data for the 

significant aspects of the course that contributed to the ways the students evolved: 

• the influence of the instructor, 

• course projects; 

• Small groups collaborations. 

This finding basically agrees with the those discussed earlier in the chapter. The only 

difference is that course projects were listed as more significant (with one more mention) 

than small group collaborations. An explanation for this probably is that when some 

students answered the question, they were trying to be brief, and instead of listing a 

specific project, they just wrote "projects". The course projects included the reading 

record, author/illustrator project, poetry project, resource notebook, and read-aloud 

project. All were discussed previously in this chapter. In addition, the same qualities of 

the instructor were again mentioned: passion, enthusiasm, caring, flair for teaching. 
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Relationships Between Students' Changes and Significant Aspects of the Course 

Since the students did not specifically connect the ways they evolved as readers 

with the significant aspects of the course, I will speculate about those possible 

connections. Bogdan and Biklen (1992) advise, "Speculation . helps you take the 

chances needed to develop ideas. You do not have to prove ideas in order to state them; 

they must be plausible given what you have observed" (p. 164). I examined the data 

carefuUy, looking for possible, plausible connections. 

The data suggests a strong connection between the major change the students 

noted, their enthusiasm and renewed enjoyment of reading, and all three of the significant 

aspects of the course, the influence of the instructor, course projects, and small group 

collaborations. The following discussion will explain these possible connections with an 

illustration fi'om each significant course element. 

The Influence of the Instructor 

The first significant element of the course, the influence of the instructor, has a 

possible connection with the students' enthusiasm for and renewed enjoyment of reading. 

How often and what I read aloud illustrates this possible connection in a variety of ways. 

First, I gave regular demonstrations of the pleasures of reading when I read aloud at every 

class meeting with enthusiasm and verve. Horn (1995) argues, "It has long been 

acknowledged that we teach by example, but I would argue that we haven't begun to 

understand the incredible power of teaching through demonstration (p. 187)." The 

students' body language while I was reading indicated the pleasure they took in this 

activity. They also indicated their enjoyment when they reminded me to not forget to read 
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aloud during times when we were involved in group work. My demonstrations of reading 

aloud indicated, to the students that I thought the activity was so important it should be 

part of each class. My choices of books for the demonstrations also indicated the value I 

placed on the activity. I chose books that could be linked to class activities and to 

concepts I was emphasizing. Also, I carefully selected books that previous experience had 

shown would evoke strong emotional responses. The students responded by asking to 

borrow the books and for recommendations of other titles by the same author. 

The way I read aloud is a second illustration of the instructor's influence as a 

possible cormection with the students' enjoyment of reading. Each time, when I read 

aloud with passion, my love for the books I had so carefully selected was communicated 

to the students. Smith (1994) states, "This passion is contagious-it calls forth the same 

passion in students and gets literature doing for them what it does for me (p. 193)." Just 

before midterm the students started to evidence their own passion. The contagion was 

working. Passion motivated Scott when he excitedly read-aloud the new book he 

purchased to the whole class. Passion caused Ginny to share her story of discovery with 

The Rainbow Fish (Pfister, 1992). It is also what made the students say they did not want 

to miss class because it was so fun. 

A third way reading aloud illustrates the connection between the influence of the 

instructor and the students' renewed enthusiasm for reading is the response I emphasized 

after reading aloud. I emphasized the students' personal responses. (This aspect has 

ah-eady been described previously in this chapter.) In doing so I was fostering the love of 
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reading by stressing affective elements of reading. The data confirms this observation. 

Paul wrote in his final course evaluation; 

The biggest and most important thing in this course which contributed to my 

enjoyment of children's literature was that we actually got to enjoy it. We didn't 

. . . analyze and dissect for its grammatical correctness and appropriateness, we 

just got to react to it and like it, or not like it. 

One reason that I emphasized affective elements of reading is that as Cramer and Castle 

(1994) write, "teachers get little or no training in the affective aspects of reading 

instruction" (p. 6). Another reason for this emphasis was that so many of the students, 

like Paul, reported in their literacy autobiographies, that they had been turned off to 

reading by analytical class assignments. Jill S. confirmed that the emphasis on the 

enjoyment of reading was significant for her. In her final course evaluation she wrote: 

"The most significant aspect of the course which contributed to me changing as a reader 

has to be the emphasis put forth in this course, that reading should be enjoyable," 

The possible connections between the instructor's influence and the students' 

renewed enthusiasm for reading could be illustrated by a variety of other class experiences 

besides reading aloud. Each of these would focus on the choices I made as the instructor 

to foster the love of reading through experiences that emphasized affective elements of 

reading. Heathington (1994) argues that the role of teachers in fostering positive attitudes 

toward literacy includes promoting attitudes as the top priority of any literature activity (p. 

207). Promoting positive attitudes toward reading was my first priority for the class. It 
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appears that the students' renewed enthusiasm for reading has a connection to my 

influence in this area. 

Course Projects 

The second significant element of the course, course projects, also has a 

connection with the students' renewed enjoyment of reading. All of the course projects 

were created to enhance positive attitudes toward reading. Any of the projects, reading 

record, author/illustrator project, poetry project, resource notebook, and read-aloud 

project, illustrated the connections with the students' renewed enjoyment of reading. I 

will focus on one to illustrate the connection. 

One project, the requirement to read one hundred books for the reading record, 

will serve as an example of the possible connection. The assignment influenced enjoyment 

of reading in three ways, books were accessible; we had opportunities for dialogue about 

the books, and it was a requirement. 

First, the books were easily accessible to meet the requirements of the assigrmient. 

The students could chose books on the library cart in class; browse the collection of 

children's books; or borrow from my personal collection. With all these choices they were 

immersed in literature. Their renewed enjoyment of reading appears to be a direct 

outcome. Studies (Taylor & Dorey-Gaines, 1988; Anderson et al., 1984) confirm that 

ready access to books improve attitudes toward reading. Even though those studies 

concerned children, there also appeared to be a connection for preservice teachers. 

Several students noted how access to the books made a difference for them. Amy wrote; 
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"The great, beautiful books that you always toted to class made it exciting to learn about 

children's literature. . . . The library also made the literature more enjoyable /accessible." 

A second way the requirement influenced positive attitudes toward reading was 

that there were opportimities for dialogue about the books read for the assignment. The 

dialogue about the books took place through journal entries, and conversations. These 

interactions indicated the impact of reading the children's books. Some students like 

Stella and Patty exchanged long journal pieces about their enjoyment of and response to 

the books. Patty pointed out, "Most astounding to me has been: Monkey Island. Shiloh. 

and Hatchet. These books are powerful in the messages of surviving anything and helping 

others." Enthusiastic conversations before and during class about the books also 

demonstrated the students' enjoyment of the books. Sometimes at the students' request, I 

would give short booktalks. These demonstrations resulted in the students also giving 

spontaneous booktalks. 

A third way the project may connect with the students' renewed enthusiasm for 

books was that it was required. All the students met this requirement to read one hundred 

books. They read a wide range of attractive, intriguing titles. Their reading records 

illustrate this diversity. The process of reading so many books appears to have had a 

direct connection to the students renewed enjoyment of books. But more was involved 

than just an assigimient. There was also access and dialogue about the books. The 

outcome was delightful experiences with books that apparently renewed the students 

enjoyment of reading. 
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The requirement to read one hundred books for the reading record is just one 

illustration of how the projects for the course connected to the students' renewed 

enthusiasm for reading. Other projects could also serve as illustrations of the possible 

connections. All of these projects featured active learning experiences. The syllabus 

explained that one belief about learning that grounded the course was, "Learning is an 

active process. We will immerse ourselves in reading and responding in a variety of ways 

to many books for children." The projects were opportunities for the students to immerse 

themselves in experiences with literature. The apparent resuh was that the students 

renewed their enjoyment of reading. 

Small Group Collaborations 

Finally, there appears to be a connection between the students' renewed enjoyment 

of reading and the third significant aspect of the class noted by the students, small group 

collaboration. Blachowicz and Wimett (1994) describe their experimentation with 

developing preservice teachers' own literacy by modeling strategies they could use in the 

classroom. They write, "Encouraging affective response to literature is an important 

component of building a literate community . . ." (p. 194). Because the students 

collaborated on activities that shared their enjoyment of the literature, their enthusiasm 

was sparked. The collaborations between the students developed a community whose 

members loved to read. These collaborations were experienced in Literature Circles, 

theme studies and other group activities because the students were given time to share 

their responses to their reading. Many students noted that a major reason they renewed 
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their enjoyment of reading was their classmates' enthusiasm. Jesus wrote, "Seeing the 

love for the literature in my classmates' eyes inspired me to read." Jesus and the others 

were able to experience their fellow classmates' enthusiasm because they had many 

opportunities to collaborate. 

The small group collaborations during Literature Circles illustrates the connection 

between this significant aspect of the course and the students' renewed enthusiasm for 

reading. Short and Harste (1987) write, "Literature Circles and other literature response 

activities involve learners in extending and revising the meanings they have constructed 

from reading and presenting these meanings to other classmates to celebrate their 

participation as readers (p. 3)." As the students collaborated in Literature Circles they had 

opportunities to "celebrate their participation as readers." These celebrations appear to 

have direct connections to the students' renewed enjoyment of reading. Ginny described 

her reaction to the opportunity to work in Literature Circles, "I truly enjoyed the 

discussion of some of the novels we read in a group environment." 

The connections between small group collaborations and the students' renewed 

enthusiasm for reading could be demonstrated by examples of other such collaborations 

Each of these featiired opportunities for the students savor their responses to their 

reading. Such shared experiences appear to connect to the students' renewed enjoyment 

of reading. 

I have illustrated the apparent connections between the major change the students 

made as readers and the three significant elements of the course with these illustrations. 

There are many other illustrations and additional excerpts from the data that could be used 
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to confirm these connections. The data strongly suggests these elements need to be 

included in preservice courses to encourage enjoyment of reading; an instructor with a 

passion for literature; class projects that feature a variety of choices of literature 

emphasizing affective elements of reading and small group collaborations that focus on 

affective elements of reading. Preservice teachers in such courses will have opportunities 

to build or renew their enjoyment of reading. 

Summary and Reflection 

During the course I shared these words from Benjamin DeMott (1990): 

We do not write and read primarily in order to ensure that this nation's employers 

can count on a competent, competitive work force. We write and read in order to 

know each other's responses, to connect ourselves more fiilly with the human 

world, and to strengthen the habit of truth-telling in our midst. No national 

resource is more precious-more essential to our promise and our true security-than 

that habit. And no knowledge is more essential to the preservation of the ideal of 

community than the knowledge of common feeling and common longing (p. 6). 

In my classroom I tried to awaken in my students this essential purpose for reading. Our 

classroom community was created through shared experiences like reading aloud; 

reoccurring routines like browsing; the trustworthiness of teacher and students; 

collaboration on projects; and reciprocal caring. By sharing our writing and reading we 

came to know each others' responses and became more connected to the human worid. 

Through their shared reading and discussions the students' eyes were opened to the plight 
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of others; African Americans in the South during the Depression; the experiences of Jews 

in the Holocaust. I remember how we laughed at books like Pieeie Pie (Palatini, 1995) 

and shed tears over Chicken Sunday (Polacco,1992). These experiences demonstrated the 

real reasons for reading and including literature in the curriculum as well as building 

enthusiasm for reading and renewing the students' enjoyment of literature to impact the 

future generations they will teach. 
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CHAPTER 8 MAJOR THEMES, IMPLICATIONS AND A FINAL REFLECTION 

. . . As we grow accustomed to receiving books in stillness and attentiveness, so 
we can grow to receive the world, also possessed temporarily, also enchanting the 
heart. (Schwartz, 1996, p. 118.) 

The impact of a university course. Children's Literature in the Classroom, on the 

evolving reading practices of undergraduate preservice teachers was the focus of my 

dissertation. In the four undergraduate courses I have taught, I emphasized the benefits of 

reading for pleasure and information. If future teachers are to influence their own students 

to become readers they must be readers themselves. Irving (1980) wrote, "The role of 

teachers in stimulating voluntary reading among children and young people is . . 

potentially the most powerful of all adult influences upon the young" (p. 7). My research 

has been concerned with how, where and if preservice teachers can become such models. 

I studied how preservice teachers in my children's literature course evolved as 

readers. I also investigated the extent to which the learning environment would promote 

such changes. The curriculum for my class featured experiential learning and tasks that 

gave students choices of learning experiences and opportunities for social collaboration 

through large and small group explorations. As Short and Burke (1989) wrote, "The way 

students learn in teacher education classrooms will shape the way they teach in their own 

classrooms" (p. 205). My intention was to pursue questions that will enable myself and 

others to improve preservice education classes and influence preservice teachers to 

become voluntary readers. 
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Description of Study and Methodology 

My study focused on how preservice teachers evolve as readers over a semester. 1 

was interested in discovering if the experiences in the children's literature classroom 

helped my students become "eager to pass on the joy of literacy to their own students" 

(Brinkley, 1993, p. 210). I began the study of preservice teachers in a children's literature 

class, LRC 480, that I was teaching during Spring semester of 1996. 

The following questions guided my study; 

1. How are the preservice teachers described as readers when they 

enter the course. Children's Literature in the Classroom, LRC 480? 

2. What was the preservice teachers' past history with literacy? 

3. In what ways do the preservice teachers evolve as readers over the 

semester in Children's Literature, LRC 480? 

4. What is the participants' views of the most significant aspects of the course? 

Which of these aspects contributed to their changes as readers? 

These research questions framed the focus of my study. They were designed to be 

open-ended. My purpose was to elicit the preservice teachers' perceptions of themselves 

as readers in the beginning and at the end of the course. 

The following are the primary sources of data from all the students: 

1. Written sources; 

a. literacy autobiographies, 

b an initial questionnaire about reading practices, interests, 

attitudes. 
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c. dialogue journals between the students and the instructor 

and between the students and the students, 

d. midterm and final self evaluations, 

e. final course evaluations. 

Eight students were selected for a final interview. These interviews were both 

audiotaped and transcribed. 

Purpose of the Study 

This study is the first step in what I envision as long term research about the 

perceptions that teachers have about themselves as readers. This first step in the long 

term research allowed me to understand how preservice teachers view themselves as 

readers as they begin a course in children's literature and how they evolved as readers 

during the course. This study also enabled me to identify the aspects of the children's 

literature class that the students believed contributed to their evolution as readers. 

By documenting the perceptions of the students in this study I achieved a fiiller 

understanding of how a class in children's literature can enable future teachers to have 

powerful influences on the reading practices of children. This finding may be the most 

significant part of the study. However, the findings about teaching strategies utilized in 

the class are equally important. As Short (1993) writes ". . . Teacher research can add a 

new perspective about teaching and learning for college educators because it asks them to 

examine their own teaching as well as for the broader educational field" (p. 156). 
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This final chapter is presented in three sections. The first reviews the major 

themes that emerged fi'om the data. The second section discusses the implications fi-om 

the data and recommendations for preservice education courses. The third section 

includes my reflections about the findings. 

Major Themes 

The major themes that emerged fi'om the data were concerned with the 

preservice teachers as readers and the significant aspects of the course. The following 

discussion will highlight those major themes. Some of the themes about the preservice 

teachers as readers demonstrate their individuality as readers. I have grouped those 

themes together to illustrate the diversity of the preservice teachers as readers. Other 

themes that emerged fi-om the data represent the commonalties the preservice teachers 

share as readers. Those themes are described in a separate section. Finally, I review the 

significant aspects of the course that are related to the ways the students evolved as 

readers. 

Individual Nature of Preservice Teachers' Voluntary Reading 

The students began the course in children's literature as diverse readers. They 

demonstrated this diversity in several ways. The first way this diversity was expressed 

was in their choices of reading materials and authors. These choices displayed a wide 

range of materials and interests. The second illustration of their diversity was in their 

various ways of selecting and sharing reading materials. Third, the students' diversity as 

readers also emerged fi-om the data in their views of their own reading proficiencies and 
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how they would like to improve as readers. Finally, the students' diversity as readers was 

demonstrated by their idiosyncratic reading practices. 

The students also exhibited diversity in the ways they evolved as readers during the 

course. Many students reported improvements in their reading proficiencies. However, 

the ways they improved covered a wide range of reading abilities as well as in the area of 

affective elements of reading reading (motivation to read and attitude toward reading). 

Some examples of the self-reported improvements in reading abilities included: expanded 

vocabulary, improved oral reading; faster rate of reading; and increased comprehension. 

Illustrations of the changes in affective elements of reading included: a realization that 

reading is pleasurable; and a more developed "taste in books." Many of the students also 

demonstrated that they were engaging in an aesthetic stance toward their reading. A 

significant number of students also noted ways that they had evolved in their purposes for 

reading. More students were reading for pleasure at the end of the course than at the 

beginning. Once again the ways they had evolved were varied, ranging fi-om specific 

improvements in reading abilities to an understanding of the pleasures of reading. 

The ways the students evolved as readers illustrate various and individual ways 

they have changed as readers during the course. All the students experienced some 

changes in regard to reading. Some students made a variety of changes, some made slight 

changes. Some of the changes were demonstrated in new practices; some with altered 

beliefs. The diversity the students expressed as readers confirmed my previous 

understanding of the individual nature of readers. 
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Commonalties the Preservice Teachers Share as Readers 

The analysis of the data from the students' questionnaires and their literacy 

autobiographies in the begiiming of the course indicated that the preservice teachers may 

be diverse in their individual nature as readers but they also share commonalties as 

readers. First, they shared strong, negative feelings about textbook reading assignments in 

their university courses. Second, they clearly understood their various purposes for 

reading. Third, in the beginning of the course all the students except one noted their 

positive attitudes toward voluntary reading. A fourth finding from the data is in contrast 

with other research (Timbs, 1993; DeKoflF, 1992). A significant number of the students in 

the course reported that they read on a daily basis . 

Next, the students had common experiences in their histories as readers. Many of 

them benefited from positive family influences in their early years. Most of the students 

related positive and negative experiences in their schooling that impacted them as readers 

Some of the negative experiences evidently contributed to the student's lack of reading in 

their high school and college years. Finally, the students mentioned similar conditions in 

their reading histories that promoted interest in reading. For example, many students 

shared positive experiences with family storytelling that served to influenced their 

enjoyment of reading. 

The examination of the students' evaluations and interviews with eight of the 

students at the end of the course also demonstrated some commonalties in the ways the 

students evolved as readers during the course. First, most students mentioned an 

expanded enthusiasm for and renewed enjoyment of reading. This change was listed by a 
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majority of the studems and for that reason appears to be the major shift experienced by 

the students during the course. Second, most of the students reported a new pleasure in 

reading poetry. Included in this change was a new interest in other genres. Third, a 

significant number of the students in the class began reading aloud regularly to children in 

their families. Fourth, a number of students described changes in their reading abilities and 

motivation to read. Fifth, the students evolved in the ways they responded to the books 

they read during the course. For example, they learned to make personal responses. This 

finding appears to be related to reading attitudes. Students who expanded their positive 

attitudes about reading, responded to encouragement to deepen their personal responses. 

Next, many of the students noted that they were reading for their fiiture students. Lastly, 

most of the students reported that they will continue to utilized assignments fi-om the class 

like the reading record and the resource notebook. 

Some of the students also shared new practices they had adopted as a resuh of the 

course. Five students were writing more. Others noted that they now can discuss books 

in greater depth. Several students noted how they now are able to connect books in new 

ways. 

Many of the new practices the students adopted in common have implications for 

their fiitures as teachers. These implications are concerned with their understanding of the 

role of literature in the classroom, their knowledge of children's literature, and ways to use 

that literature in their future classrooms. Finally, many of the students noted a new 

appreciation for illustrations in picture books. The students' new practices and ways they 
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evolved as readers suggested strong possible connections to the significant aspects of the 

course. 

Valuable Aspects of the Course 

Four elements in the course were the most influential according to my analysis of 

the data. First, the most valuable element of the course appeared to be the influence of the 

instructor. Second, small group work was cited as valuable. Third, specific class 

assignments, projects, and activities were listed as significant because they offered the 

students opportunities to reflect on their learning and issues about the class, expand their 

knowledge of children's literature, experience possible teaching practices, and practice 

their own skills (as in reading aloud). Finally, self evaluation was important for most 

students because they were given choices and control over their own learning. 

The valuable aspects of the course and the ways the students evolved appear to be 

connected. I examined the data carefiilly and found possible, plausible connections. The 

data suggests a strong possible connection between the major change the students noted, 

their enthusiasm and renewed enjoyment of reading, and all of the major elements that 

were cited as valuable aspects of the course. This connection indicates that these elements 

need to be included in preservice courses to encourage enjoyment of reading; an instructor 

with a passion for literature; class projects that feature a variety of choices of literature; an 

emphasis on affective elements of reading and small group collaborations that also focus 

on affective elements of reading. Preservice teachers in such courses will have 

opportunities to build or renew their enjoyment of reading. The next section will discuss 

the implications of those relationships for future preservice education courses. 
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Implications and Recommendations 

This section considers implications and recommendations for preservice education 

courses regarding preservice teachers and their voluntary reading. The section includes 

implications and specific recommendations for the design of preservice education classes, 

particularly children's literature courses. 

T eacher-Researchers 

A major implication from my study is that more instructors of preservice teachers 

need to become teacher-researchers in their own classrooms, to gain a better 

understanding of their students as readers and to examine their own teaching practices 

Fisher, Fox and Paille (1996) in their review of "Teacher Education Research in the 

English Language Arts-Reading," stated that they found little research in teacher 

education. "What is really lacking is research in teaching prospective teachers subject-

matter knowledge and content-specific methods" (p. 434). My review of the literature 

about preservice teachers' and their reading confirmed the lack of research on the topic. 

A review of the literature also demonstrated that it is difficult to come to definite 

conclusions based on the research for several reasons. First, there is a difficulty because 

there are so few studies. Second, it is impossible to come to conclusions on the basis of 

the studies because the methods of both reporting and carrying out the studies are so 

different. Adding to the difficulty of making definitive conclusions is also the fact that the 

different studies used various forms of data collection, research designs as well as different 

definitions of readers and reading. Finally, because so many of the studies were based on 
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narrative and autobiographical accounts, the enormous diversity within the accounts and 

among the preservice teachers clearly indicates that definite findings are not possible. This 

study is a step in resolving this difSculty and deficiency. The findings fi-om my study as a 

teacher-researcher should add to the understanding of preservice teachers as readers. I 

intend to submit portions of this study to professional journals to more widely share the 

findings. 

One of the most valuable parts of this study for me as a learner and teacher-

researcher was listening to the voices of my students and carefully analyzing their words. 

In doing so I gained understandings about their lives and was better able to support them 

as learners. Fox (1995) affirms my view. She writes, "Listening carefiilly to the voices of 

beginning teachers, we will leam more about the realities of their worlds, find better ways 

to support them as they negotiate the challenges of learning to teach, and through 

collaborative inquiry, reinvigorate ourselves" (p. 24). As more teacher-researchers listen 

to the voices of their students, preservice courses will be altered. 

Enlarged View of Reading 

The second implication of my study is that preservice educators and researchers 

need to enlarge their view of what constitutes reading. There are two reasons for this 

enlarged view. First, the data in my study shows that the students are reading widely and 

fi-equently. When a wide range of reading materials are counted as reading, the preservice 

teachers read on a daily basis. This finding is in contrast to the studies that reported 

negative findings about the reading practices of undergraduates and adults (Anderson, 
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1984; Daane, 1991; DeKoflf, 1992; Johns & Van Leirsburg, 1994, Kozol, 1985; LaBonty, 

1990; Morrow, 1991; Timbs, 1993). One reason for the negative findings of these 

previous studies is that reading was considered quite narrowly. Kline (1994) affirms my 

view. He states that some are characterized as non-readers, because the definitions of 

reading materials are limited. DeKoflTs (1992) study illustrates that observation. She 

defines those who read less than a book every six months as non-readers. Many of the 

students in my class would by that definition be defined as non-readers. Yet the data in 

my study clearly shows that a significant number of the students in my class were choosing 

to read daily-newspapers, magazines, books or devotional materials. That list does not 

include the required reading they do for their course work. 

A second reason why educators need to enlarge their views of what constitutes 

reading is that teachers' beliefs influence their behavior in the classroom. If educators at 

any level, elementary through college, view their students as non-readers that belief will 

negatively impact the students. Pajares (1992) wrote: "Few would argue that the beliefs 

teachers hold influence their perceptions and judgments, which, in turn, affect their 

behavior in the classroom ..." (p. 307). I am reminded of a discouraging conversation 

last year with my daughter's high school English teacher The class was for advanced 

seniors. When I inquired about the teacher's goals for encouraging reading on the part of 

her students, she exploded with this reply. "High school students don't read! What are 

you thinking?" Yet, I knew that my daughter is an avid readers as are a number of her 

fnends who were in the class. That teacher's negative view about her students' reading 



269 

practices influenced the dreary assignments and tests she gave that were designed to have 

the students prove they had read. 

Students' Wide Range of Reading Interests 

A third implication that emerged from the data is that preservice instructors need 

to recognize that their students have a wide range of reading interests. At the begiiming of 

the course the data demonstrated that the students had a wide range of reading interests. 

During the course on children's literature the students were given an abundance of choices 

of what to read. At the end of the course, the students' reading records reflected the 

diversity of topics they selected. In addition, they exercised control over how much they 

read during the course. The data showed that many students chose to read novels which 

took more of their time than if they had read picture books. A recommendation for other 

preservice education courses is that the assigned reading in the course allow students 

choices over what and how much is read. 

To implement this recommendation preservice education courses need to provide 

access to a wide range of reading materials. A significant aspect of the children's 

literature course was the various ways students had access in class to a wide range of 

reading materials. In addition, preservice instructors need to provide time in class for their 

students to browse these materials. The instructors should be knowledgeable about the 

reading materials so they can provide short, peppy commercials about them, or read aloud 

short selections. Students of any age need to experience frequent demonstrations of the 

pleasure of reading. The children's literature class featured a time to browse at every 
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other class session. In addition, I often booktalked various reading materials and read 

aloud. 

Finally, to implement this recommendation, students will need to be given 

requirements of how much to read. However, within that requirement there should be 

opportunities for the students to make choices. For example, the students in my children's 

literature class were required to read one hundred children's books. They were to include 

a variety of genres within that requirement. However, they had some choices about how 

much to read. Some students read as many as forty-five chapter books. Others read only 

a few. Since I trusted them to make choices that would further their own learning goals, 

these choices were appropriate. Those that read a large number of chapter books and not 

as many picture books plan on teaching middle school. Those that read mostly picture 

books plan on teaching primary grades. 

Alternatives to Textbook Assignments 

The fourth implication is closely related to the third. One of the strongest themes 

that emerged fi^om the data is the students' negative views about textbook reading 

assignments and how often the students avoided those assignments. Preservice courses 

need to use alternative types of reading assignments to overcome such negative views. 

Timbs (1993) is an example of how one undergraduate professor has already changed his 

curriculum in response to his survey's negative findings about his students' reading 

practices. He had his students read and respond to visually enhanced magazine articles, 

excerpts fi-om biographies, faculty-written journal articles, opinion columns in the local 

newspaper and resource materials outside of the textbook. Timbs reported that "some of 
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my upstarts may have even gotten excited about reading" (p 84). He ended his article 

with, "... Students need more than their textbooks to make them passionate about the 

printed word" (p. 85). 

Besides improvements in reading attitudes, alternatives to required textbook 

assignments broaden students' perspectives of their world. They have opportunities to 

experience various genres and points of view. They make meaningful connections with 

the past (Jacobs & Tunnell, 1996). Alternative reading assignments also offer a diversity 

of choices that will enable students' to match their interests. One activity fi-om the 

children's literature class illustrates some of these benefits. Small groups in the class were 

given choices of novels to read. The focus of the class was on Literature Circles. In 

experiencing that strategy one groups chose to read a fantasy (The Wizard of Earthsea. 

LeGuin, 1968), another group chose contemporary realistic fiction (Bridge to Terabithia. 

Paterson, 1977), three groups chose historical fiction rNumber the Stars. Lowry, 1989; 

The Devils' Arithmetic. Yolen, 1990 and Roll of Thunder. Hear Mv Cry. Taylor, 1976). 

The students that read the fantasy had a spirited discussion about the forces of good and 

evil, portrayed in the book. The realistic fiction inspired a discussion about dealing with 

grief Those that read the historical fiction expanded their understanding of the Holocaust 

and the plight of Afiican-Americans during the Depression. If the students had just read a 

textbook assignment on Literature Circles they would not have gained the insights they 

developed by experiencing the strategy, but also, they would have missed the opportunity 

to expand and widen their vistas through reading powerful novels. 



Ill 

Jacobs and Tunnell (1996) list these other reasons trade books prove superior to 

textbooks: 

• Depth of content. Trade books focus on a subject and bring it to life with 

interesting observations and details 

• Current. Trade books are produced more quickly than textbooks, oflfering the 

latest findings. . 

• Writing style Trade books often are written in a conversational style . . . Trade 

books have the space to make meaningful comparisons . . . and use more detail 

to enlarge understanding . . . 

• Voice. Trade books allow a human being to emerge in the writing 

• Reflect individual reading levels. In a regular classroom, the reading levels of 

students vary widely. Because of the number and variety of trade books, even 

students with reading problems can locate books they can read, enjoy, learn 

from, and which allow them to contribute to class discussion. 

• Rich language. The words in trade books create images . . and use more 

precise, colorful vocabulary . . . 

• Varied formats and structures. Trade books come in all sizes and lengths. The 

illustrations and diagrams tend to be larger and more appealing. They tend to 

structure information so it is natural and clearly understood . . 
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• Tool of lifelong learning. Trade books are available in all libraries and 

bookstore. They are the books people go to most often to learn about the 

world ... (p. 266-267). 

For all of these reasons, preservice instructors should utilize trade books and other reading 

materials in their classes. 

Preservice Teachers Evolve as Readers 

A fifth implication that is indicated by the data, is also closely related to the 

previous implications. Educators of all ages, need to recognize that their students can 

evolve as readers. The data clearly demonstrated that the students in the class were 

evolving as readers. If students begin a class with a negative attitude toward reading, their 

instructors can influence them to change that view. Bean (1994) studied the 

autobiographies of his students. His data disclosed that "attitude toward reading is not a 

fixed aspect of preservice teachers' development" (p. 378). In another study Bean 

collaborated with Readence (1995). The fifty-three participants in their study were a 

mixture of preservice teachers and graduate students. The researchers analyzed their 

autobiographies and found that most of the participants exhibited positive attitudes at the 

beginning of their reading development. They found negative or mixed attitudes toward 

reading were common in the middle stage. Many of the participants again exhibited 

positive attitudes in the later stage, confirming Bean's earlier finding that attitudes can 

change. These findings confirm the findings fi-om my data. Some of the students returned 

to voluntary reading and a more positive attitude toward reading during the course on 
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children's literature. If the instructors of preservice teachers would recognize that their 

students' reading attitudes can be positively influenced, they might seize more 

opportunities in their courses to encourage voluntary reading. 

Gray and Troy (1986) recommend possible ways to encourage teachers to engage 

in the voluntary reading they began in a children's literature course. 

A continuing eflfort throughout the teachers' preparation would have to be 

centered on helping future teachers see the importance of reading-not only in the 

lives of their students, but more importantly, in their own. With this knowledge 

they would be better equipped to help ensure that reading does play a focal role in 

the lives of their students (p. 184). 

LaBonty (1990) also calls for a change in the content of education courses to 

encourage voluntary reading. She enacted such changes in her own courses when she 

asked students to set personal reading goals in the areas of recreational reading, 

professional reading and children's literature. She indicates that many of the students 

reported an "enjoyment in reading for pleasure that had nearly been forgotten" (p. 9). 

LaBonty concludes with "... Any behavior we value in college students needs to be 

modeled by instructors. . . . Inspiring education students to become active readers so that 

they can, in turn, instill those attitudes in children cannot be left to chance" (p. 12) 

The recommendations already mentioned will also encourage voluntary reading: 

expanding instructor's view of reading, giving students choices over how much and what 

to read, providing access to books, sharing titles through booktalks and reading aloud, and 
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providing alternatives to textbook assignments. Further recommendations that will 

encourage reading continue throughout this section. 

Emphasize Affective Elements of Reading 

The sixth implication that emerged from the data is also closely tied to the previous 

implications. Preservice educators need to emphasize affective elements of reading 

reading (motivation to read and attitude toward reading) in their courses. The ways in 

which the students in my course expanded their enthusiasm for and enjoyment of reading 

demonstrated that they responded positively to the elements of the course that stressed 

affective elements of reading. Cramer and Castle (1994) state that this view of readers is 

receiving increased attention; 

In the past few years there has been growing interest in the affective 

domain of reading. School practitioners and research scholars are addressing 

questions about the role of reading attitudes and reading motivations in literacy 

education with increasing frequency, (p. 3) 

Preservice educators can emphasize affective elements of reading to foster a love of 

reading by incorporating the following practices into their courses. Specific suggestions 

are included that illustrate how all preservice classes can implement these practices. 

• Use children's literature as part of preservice classes. Blachowicz and Wimett (1994) 

also suggest that trade books be part of methods classes They include four areas in 

their methods classes to invite students' affective responses to trade books. They list 

reading aloud, literature circles and alternatives to traditional book reports as ways to 
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develop the students' own literacy. The students in my class responded positively to 

the abundant opportunities they had to enjoy children's books in the course. 

Immersing them in experiences with such trade books brought results in their 

expanded enjoyment for reading. Using trade books in preservice classrooms not only 

expands enjoyment of reading their use also illustrate how such materials can be 

utilized in the classroom. In addition, trade books focus on a wide range of subjects. 

The instructors of methods courses can find trade books that can be connected with 

any subject. These books will offer wider perspectives and more in-depth 

understanding than textbooks. 

• Read aloud children's literature. Fisher, Fox and Paille (1996) report the findings of a 

study (Andrews, Moss, & Stansell, 1985) about the effects of reading children's 

literature aloud to undergraduates. The researchers found that the college students 

were more inclined to use children's literature in reading to children and that they 

began to appreciate the enjoyment literature can bring (p. 423). The findings in my 

study also confirmed that reading aloud to preservice teachers is a valuable practice. 

The data mentioned numerous positive resuhs fi"om the read-aloud time in class. As in 

the previous reconmiendation, by reading aloud children's literature preservice 

instructors can illustrate how tradebooks can be used for any subject area. For 

example, in a science methods class the instructor could read aloud selections fi'om 

Lauber's Volcano: The Eruption and Healing of Mt. St. Helen's (1986). Reading 

aloud those selections would demonstrate how to introduce a unit on volcanoes in a 

way that will ignite students' interest. 
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• Create opportunities for Literature Circles. The data strongly aflBrms that the 

experience of talking about books encourages the enjoyment of the reading. As the 

students collaborated in Literature Circles they had opportunities to celebrate their 

participation as readers. These celebrations appear to have direct connections to the 

students' renewed enjoyment of reading. The previous discussion related how the 

students in the children's literature class benefited when they read historical fiction to 

leam about Literature Circles. That example illustrates how a social studies methods 

class could utilize this strategy in studying history. 

• Encourage students to make personal responses to literature. The data suggests that 

such responses contributed to improved attitudes about reading and understanding of 

what is read. If ways to apply the response theories of Rosenblatt, (1983) were part of 

the curriculum for preservice teachers they would discover for themselves how to 

guide students' in a variety of responses to literature. 

• Provide access to a variety of genres, particularly poetry. Demonstrate strategies that 

will inspire the preservice teachers to share poetry in their classrooms. The negative 

experiences with poetry the students suffered in their school careers is documented in 

the data. Poetry needs an affirmative action program to create or revitalize students' 

appreciation for this neglected genre. One of the major findings in the data was the 

joyous way the students responded to the class activities with poetry. Jacobs and 

Tunnell (1996) made a similar observation about their students. 

Several years of informal polls of our undergraduate preservice elementary 

teachers continue to affirm that a large percentage of these students enter teacher 
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training with an ambivalence toward or a distinct dislike for poetry. . . . Then it is 

likely that a similar feeling will be passed to our children, (p. 160). 

Poetry lends itself to shared reading lessons in the classroom. Reading methods teachers 

can illustrate how short poems can be charted and shared for a whole class celebration of 

poetry that also gives young students opportunities to practice their oral reading. 

• Demonstrate strategies that promote the enjoyment of reading. The data in my study 

confirms that the students learned how to use literature by experiencing the activities 

and assignments in the class. In participating in such activities they made connections 

with how they wanted to teach. Chapter Two describes some of these strategies and 

activities in detail. Hade (1994) affirms this view. He writes. 

We need to admit that what we value about literature isn't in the literature. 

Rather, it is the way we read literature and the wc  ̂we share our reading with 

others that we value. . We should be advancing ways of reading and explain 

why these ways are perhaps preferable to others, (p. 40) 

In demonstrating such strategies preservice educators will give their students 

opportunities to experience the pleasures of reading and insights it inspires but also to 

understand ways to share literature. 

When we emphasize and utilize such strategies, it is important to avoid imparting a 

false dichotomy between reading abilities and the affective elements of reading. Eisner 

(1994) writes, "Aflfect and cognition are not independent processes: nor are they processes 

that can be separated" (p. 21). During the course my goal was to encourage the students 

to enjoy reading and gain new insights fi"om it. The data definitely shows that goal was 
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achieved. Yet Eisner's words alerted me to be careful not to separate the aflfective and 

cognitive elements in reading literature. In some ways I fell into the trap of making that 

separation, at least in my own mind, when I felt a need to emphasize the affective elements 

of reading over the cognitive. This is a separation that appears to be prevalent in the field. 

My experiences teaching the course and as teacher-researcher in the course made me 

aware of the value of integrating the cognitive and affective elements of reading. 

Therefore in future courses I would encourage the students to have a more critical stance 

toward their reading. In my passion to encourage personal engagement with reading, I 

also neglected to emphasize the value of the critical stance, because I believed that such an 

emphasis would detract fi'om the students' engagement with reading literature. Now I 

understand the value of integrating both the cognitive and the affective processes in 

designing the curriculum of my courses. As Eisner writes. 

What might seem at first to be abstract distinctions that have little bearing upon the 

real world in which we live turn out to shape not only our conception of mind but 

our education policies as well. (p. 23) 

Small Group Collaborations 

The seventh implication fi-om my study is that preservice education courses should 

offer students abundant opportunities to work in small groups. Students in my course 

emphasized the value of this practice. Small group collaborations were part of the 

envirormient of the class that promoted social interactions. Small group work was also 

included in the course to demonstrate a strategy that could be eventually used in the 

preservice teachers own classrooms. Huck (1989) writes, " . Students in the university 
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are not empty vessels; they can teach one another and they have much they can share . . ." 

(p. 87). The following are only some of the ways small groups can be used throughout 

preservice courses; 

• to process and discuss new material; 

• to produce joint projects, 

• to problem-solve; 

• to set priorities for their own learning; 

• to share the results of their own work; 

• to engage in Literature Circles; 

• to experience actual strategies to adopt in their own classrooms. 

The data from my study demonstrates that each of these ways of utilizing small groups 

was effective for the preservice students in my class. 

Sharing Stories 

The eighth implication of the study is that when students share their stories as 

readers they gain powerful insights into the conditions that promote and discourage 

reading. When the students in my class read each other's literacy autobiographies they not 

only learned more about each other but also were challenged to think about practices that 

they could avoid or include in their classrooms. Preservice education courses that are 

concerned with reading, language arts or children's literature should incorporate this 

practice. Another way for students' to share their literacy stories would be for them to 

make oral presentations. Students could then discuss the commonalties they share and the 



281 

differences they noticed. They might also identify conditions that encouraged or 

discouraged reading. 

Read-aloud Project 

A ninth implication that emerged from the data is that children's literature and 

reading methods courses should adopt the read-aloud project as part of their requirements. 

The benefits of this project was one of the most pronounced changes that showed up in 

comparing the data for questions one and three. The students gained confidence and skill 

in reading aloud. They also discovered how children responded to the books. However, 

the biggest bonus was experienced by the numerous children who listened to the students 

fulfilling the requirements of the read-aloud project. Many of the students suggested that 

this project be expanded. If other children's literature and reading methods classes had 

this requirement, preservice teachers would benefit, but also thousands of children. Wolf, 

Carey and Mieras (1996) report on a similar project in Wolfs children's literature class. 

They argue for. 

. a side-by-side model of children's literature instruction-with the university course 

on one side and the case-study children on the other-moving from the more 

distanced study of children in articles and books to the here and now of working 

with real children who will comment on, challenge, question, and/or silently resist 

preservice teachers' eflForts to engage them in literature (p. 131). 
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Opportunities for Reflection 

The tenth implication for other preservice education courses is that such courses 

need to offer opportunities for students to engage in reflection about what they are 

learning and self evaluation of their progress as learners. The data from my study clearly 

demonstrated the impact of such assignments. Dialogue journals involved students in 

written conversations with the instructor and fellow students about questions and issues 

that concerned them. Self evaluations and setting goals gave students control over their 

own learning. The students in my class stressed the positive eflFects of these elements of 

the course in turning them from students who just worked for a grade into students who 

actively took part in deciding the course of their own learning. 

Coherent. Articulated Philosophy 

The eleventh implication for preservice courses is that there is a need to advocate a 

coherent, articulated philosophy in teacher education courses about the teacher's role in 

providing a model that will encourage children to become voluntary readers. Teaching 

about that role and value of literature in the K-12 classroom needs to be part of more than 

just a children's literature course. Many times the students in my class remarked that they 

had never before understood that role. 

Morrow (1991) reports her investigation (1982) of early childhood classrooms. 

She found that most teachers had no regular literature program or time for children to use 

books. For preservice teachers to understand the importance of providing a model and an 

environment that will promote voluntary reading, they need to experience rich literary 
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activities in their preservice courses. The data for my study strongly suggests that 

preservice teachers develop as readers themselves when they experienced activities like the 

following: reading aloud, browsing and reading a wide selection of reading materials, and 

Literature Circles. A further bonus is that the preservice teachers made connections 

between such activities and their future classrooms. Many of the students in my class 

wrote that once they understood the power of such activities to build life-long practices of 

reading, they decided to include them in their own classrooms. Galda and Cullinan (1991) 

write, "books, time to spend with books, and a supportive, enthusiastic teacher are 

essential elements in the creation of readers" (p. 532). Understanding these essential 

elements should not be left to chance. Preservice educators need to clearly define these 

elements, set up activities for their students to experience such elements and then offer 

opportunities for students to discuss and reflect on how to implement these elements in 

their own classrooms. 

Implications for Teaching 

The twelfth implication for preservice education courses that emerged from the 

data is the value of including students in learning experiences that will "shape the way they 

teach in their own classrooms" (Short & Burke, 1989, p. 205). Short and Burke argue 

that, "College teachers can no longer speak of collaborative models of learning and 

curriculum without implementing those models in both their teaching and research (p. 

205). There were strong indications in the data fi"om my study that the ways the students 

were learning in the course significantly impacted their ideas of how to teach. Ross 
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(1991) advocates for the validity of the whole language philosophy in college classrooms. 

She writes, "when preservice teachers experience holistic learning, they begin to 

understand both the theory and related practices for implementing whole language in their 

own classrooms (p. 281). 

Influence of the Instructor 

The next implication for other preservice education courses has to do with the 

influence of the instructor. The students rated as most influential the following qualities of 

the instructor: passion, caring, creativity, dedication, joy, thoughtfiilness, appreciation of 

others, honesty, and generosity. It had been my goal to share literature with my students 

in ways that would inspire them to enjoy it and to adopt such strategies of sharing 

literature with their students. Chapter Two outlines in detail the ways in which I planned 

experiences that would foster the love of reading. I had attempted to meet the challenge 

described by Fisher, Fox and Paille (1996): 

Teacher educators must begin to accept the challenge of using the same theories 

and research which inform the interactive and transactive model of literacy as a 

base for exploring how to create supportive and generative social contexts for 

learning in the college classroom (p. 428). 

Hickman (1995) describes teachers who have exemplary, literature-rich classrooms. She 

states that these teachers are different in personality, "but they have at least one trait in 

common-knowledge about and enthusiasm for books and reading" (p. 7). My enthusiasm 

and knowledge about children's literature enabled me to pass on that knowledge and 
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enthusiasm to the students. The data shows that this quality of the instructor made a 

difference in the student's expanded enjoyment of reading. 

Final Reflection 

When I began writing this dissertation, I stated, "This study is a culmination and a 

beginning." Now I have reached the culmination of this dissertation, it doesn't feel like an 

ending but a prelude. Charlie, one of the most eloquent students in the course, wrote in a 

final self evaluation about his projects, "Like everything else, it's a beginning, not an end." 

Charlie's words also capture my feelings. At the end of this process I have many more 

questions to research and consider. 

In my review of the literature I noted how the research misses the big picture. As I 

wrote in Chapter Six, there seems to be a big gap in the research about how to encourage 

preservice teachers to become voluntary readers themselves. Frager (1987) and others 

advocated that preservice education programs consider how students evolve as readers. 

This study has responded to Frager's request. 

However, there is much more to be accomplished. First, to really understand the 

long term effects of a children's literature course regarding preservice teachers' reading 

practices, they need to be studied throughout their teacher preparation. Second, the ways 

these preservice teachers eventually teach with children's literature and influence their own 

students as readers need to be examined. Third, the connections between children's 

literature courses and reading methods courses need to be studied. It is my intention to 

continue this work to understand the long term effects of a course in children's literature 

on the reading practices of preservice teachers. Finally, it is my hope to continue to teach 
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courses in children's literature. Then will I be able to apply what I have learned from this 

study. For example, in future courses I would encourage the students to have a more 

critical stance toward their reading. 

I have been blessed by the encouragement and friendship of Charlotte Huck. Her 

words about delight in reading were the initial inspiration for this study. She stated "The 

first step in any literature program is to discover delight in books" (Huck, Hepler, & 

Hickman, 1989, p. 708). I began my study by wondering how and where is the delight 

with literature that Huck described engendered for teachers? And, how do teachers come 

to understand the value of using children's literature in their classroom? The process of 

teaching two semesters of children's literature and completing this study has demonstrated 

that these questions can both be answered-in a children's literature class. 

Huck continued to outline the requirements for a literature program when she 

wrote, "the first goal of all literature programs should be to develop lifetime readers" 

(1989, p. 818). My goal in teaching the preservice teachers was to provide an 

environment that would develop such lifetime practices. I had aimed to achieve what 

Irving (1980) described, "The role of teachers in stimulating voluntary reading among 

children and young people is . . . potentially the most powerful of all adult influences upon 

the young" (p. 7). 

The most rewarding part of my study has been to watch the students' love of 

reading evolve. The joy and pleasure they expressed as they discovered delight in 

literature was a dividend for me. Ginny wrote in her final self evaluation, "My love of 

reading has been stimulated and I know that this will be a welcomed and contagious factor 
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in my classroom." It is my hope that Ginny and the other students will continue to love 

reading and pass that love on to their students. 



APPENDIX A 

BOOKS READ ALOUD DURING THE COURSE 
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SELECTIONS READ ALOUD DURING THE COURSE 

1st Class 
Reading is Fundamental. (1986). Once upon a Time. New York; Putnam. 
Fox, M. (1985). Wildred Gordon MacDonald Partridge. New York: Kane Miller 

2nd Class 
Polacco, P.(1992). Chicken Sunday. New York: Philomel 

3rd Class 
Selected poems from Janeczko, P. (1983). Poet speak. New York: Bradbury 

4th Class 
Chapter 10 from Paulsen, G (1993). Harris and me. New York: Bantam 

Doubleday Dell. 

5th Class 
Lowry, L, (1994). Newbery Medal Acceptance. Horn Book LXX (5). 414-422. 

6th Class 
Say, A. (1993). Grandfather's joumev. Boston: Houghton. 

7th Class 
Wells, R. (1991). Max's dragon shirt. New York; Dial. 

8th Class 
"Goat's Tobacco " from Dahl, R. (1984). Bov: Tales of childhood. New York: 

Penguin. 

9th Class 
Galdone, P. (1974). Jack and beanstalk. New York: Clarion. 
Briggs, R. (1970). Jim and the beanstalk. New York: Coward-McCarm. 

10th Class 
Michelle read - Carter, D. (1995). Love bug . New York: Simon and Schuster, 

11th Class 
P.J. read - Hutchins, P. (1968). Rosie's walk New York: Macmillan. 
A poem, Angelou, M. "Human Family" in Tomlinson, C & Lynch-Brown, C. 

(1996). Essentials of children's literature. Boston: Allyn and Bacon, p. 200-201. 
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12th Class 
Letter from Jessica Kim, a former sixth student of Sally Thomas, regarding 

censorship. 

13th Class 
Jill S. read Jorgensen, G. (1989). Crocodile beat. New York: Bradbury. 

14th Class 
Ginny read Carle, E.(1990). The very quiet cricket. New York: Philomel. 

15th and 16th Classes 
Each student read aloud as part of her author/illustrator presentation. 

17th Class 
A poem, "The Choice," from Parker, D. (1944). The collected poetry of Dorothy 

Parker. New York: Modem Library. 
A variety of other poems from: 
Booth, D. (1989). 'Till all the stars have fallen. New York: Viking. 
Goldstein, B. (1992). Inner chimes. Honesdale, PA.: Boyds Mills Press. 
Greenfield, E. (1972). Honey I love. New York: Harper. 
Kennedy, X.J. & Kennedy, D. (1982). Knock at a star. Boston: Little Brown. 

18th Class 
A variety of poems from: 
Dickinson, E. (1987). I'm nobody who are vou? Owings Mills, MD: Stemmer 

House. 
Fleishman, P. (1988). Jovfiil noise. New York: Harper 
Lear, E. (1983). The owl and the pussy cat, illus. Knight, H. New York: 

Macmillan. 
Watson, C. (1978). Catch me. kiss me and say it again. New York: Collins. 

19th Class 
Charlie read various selections of Jack Prelutsky's poetry. 

20th - 29th Classes 
De Felice, C. (1990). Weasel. New York: Macmillan. 

30th Class 
Park, R. (1970). When the wind changed. New York: Coward-McCann^ 
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CHILDREN'S LITERATURE IN THE CLASSROOM 
Spring 1996: LRC 480 - Section 2 Tuesday/Thursday, 2:00-3:15 p.m. 

Class Syllabus 
Marilyn Carpenter: Instructor 
Office: Education 103: Phone Messages: 621-1311. Home Phone: 749-5148. 
Office Hours: Tuesday - 3:15-4:15 in Rm. 534; Thursday - 1:00-2:00 in Rm 534 

Purpose of the Course 
The purpose of this course is to provide class members with an opportunity to 

read, enjoy, and discuss a variety of excellent children's books. Participants will also 
become acquainted with various authors, poets, and illustrators of children's literature, 
and become familiar with resources available about children's literature. These 
experiences build a foundation for sharing children's literature in the classroom and/or 
library. 

Our class experiences are based on the following beliefs about learning: 
1. Learning is an active process. 
We will immerse ourselves in reading and responding in a variety of ways to many books 
for children. 
2. Learning is a social process of collaborating with others. 
We will explore our thinking about our reading through dialogue in small groups. There 
will also be opportunities for informal interaction and sharing about literature in small 
groups and whole class experiences. We will appreciate and celebrate the many ways of 
knowing in our multicultural world. 
3. Learning occurs when we make connections to our own experiences. 
We will respond to literature through exploring in our own personal responses rather than 
responding according to a specific literary interpretation. We will make decisions about 
the books we read and the resources we develop based on our needs and experiences as 
individuals and as teachers or librarians. 
4. Choice allows learners to connect to their experiences and feel ownership in their 
learning process. 
We will have choices in what we read, how we respond, and the focus of individual 
projects and small group activities. 
5. Learning is reflective as well as active. 
We will have many opportunities to reflect on what we are learning through writing, 
dialogue, and self-evaluation. 

Course Intent 
The primary learning intent of this course is to facilitate your exploration of children's 
literature in a way that is personally meaningful to you. You will experience strategies for 
using literature in the process of interacting with books and each other. However, 
strategies are not a focus of the course. They are a means of expanding your 
understanding of the literature. Through the numerous experiences this course provides it 
is hoped that your personal enthusiasm for children's literature and its uses in the 
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classroom will be ignited. While I provide the basic framework for the course what, and 
how much you learn depends on the choices you make and the level of efifort and 
involvement you generate during each class period and in your independent reading and 
projects. (Adapted from Kathy Short, 7/95) 

REQUIRED READINGS 
* Jacobs, J. & Tunnell, M. (1996) Children's Literature. Briefly. Englewood Cliffs, New 

Jersey: Merrill. 
*Many children's books including The Giver by Lois Lowry. 
packet of reading materials which can be purchased at the student book store. 

COURSE REQUIREMENTS 

1. Attendance and Participation 
This course is designed and organized to be highly experiential, involving book 

browsing, literature discussion groups, collaborative project groups, and small and large 
group discussions. Therefore, your attendance and participation are essential to you 
learning. It is not possible to be enriched by discussions and collaborations if you are not 
prepared for class or are not present. More than two absences will lower your grade. 
Chronic tardiness will be counted as absences. Preparation for class and participation in 
group experiences as well as participation during browsing will also be considered in 
evaluating your grade. 

2. Resource "Notebook" 
Your "notebook" will consist of materials you have worked on and collected 

during the course. The format should be whatever makes the most sense to you for your 
purposes. In organizing the "notebook," think about how you will best be able to use this 
resource when you are in a classroom or library. Due 4/30. You may include in your 
"notebook" whatever seems pertinent and appropriate to you, however, you MUST 
include the following items. 

A. Reading Record 
Extensive and intensive reading of children's literature is the primary focus 

of this course. You will need to record what you have read in a way which will be useful 
to you now and in the future. The format is up to you (notecards, database, loose-leaf 
notebook, etc.). Each record should include the following; 

Title; 
author/illustrator; 
publisher, copyright date; 
number of pages; 
genre; 
a brief description of the illustrations if a picture book; 
a short summary; 
your personal response to the book; 
possible connections with themes and/or other books. 
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The reading you do should be done weekly. Some weeks you may read fewer 
books and other weeks more, depending on you schedule, but do read regularly and don't 
put it oflf until it is due. Your learning and participation in this course will decrease greatly 
if you are not reading regularly. It is expected that you will read a minimum of 100 books 
in a combination of picture and chapter books. 

Your reading record is due to me four times during the course: 2/13; 3/7; 4/9; 
4/30 

At the end of the semester you will create a personal text set from the 
books you have read. You will assemble those books for a display that will be presented 
along with a bibliography and reflection on the books that are included. These text sets 
will be presented and shared during our Final Celebration, 5/9 

B. Literacy Autobiography 
Our own personal histories and experiences with print influence our 

feelings and attitudes toward literature and reading, which, in turn, influence our teaching 
and learning. Please see separate handout for description of this assignment. Due 
1/23. 

C. Author/Illustrator Study 
This assignment will be an in-depth exploration of at least one children's 

literature author, poet or illustrator. The information you gather about this person should 
include biographical data, reviews of his/her work, your responses to his/her work, and 
bibliographic material about his/her work. This celebration of authors and illustrators will 
be our mid-term learning experience, due the week of March 5. You should include a 
visual display of your author, poet or illustrator, a collection of his/her works, and a one 
page handout for each member of the class which includes a brief biographical sketch and 
a bibliography of his/her work. You may include any other information you think will be 
of interest to your classmates. Your oral presentation should be no more than five 
minutes. 

D. Poetry Project 
This area of your "notebook" is an opportunity for you to collect materials 

that will support your celebration of poetry in your own classroom or library Poetry is 
the area of children's literature most ignored by classroom teachers. Choose some aspect 
of poetry to examine more closely and develop as a project. The choice of the project and 
the amount of time and effort you expend are your decision. Due -4/11. Here are some 
suggestions for possible projects; 

* examine and armotate resources on the use of poetry in the 
classroom; 

* read and annotate many children's poetry books; 
* collect poems for classroom use, note the poet and reference 

the source for later use; 
* collect poems that support a particular theme, note the poet 

and reference the source for later use; 
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* collect poems that invite participation through choral reading, 
drama, art or music; 

•collect poems that can be paired with picture or chapter books; 
*a project of your choice that has the instructor's approval. 

E. Theme Study 
You will collaborate with a group of classmates to develop within the 

broad concept. Memories, a theme study. The groups will make class presentations on 
4/30 

F Professional Materials 
Ehiring the course you will be collecting a wide variety of professional 

resource materials related to children's literature. This will include your packet, 
information provided by the instructor and class members as well as what you collect 
individually. This section should also include you dialogue journal and a description of 
your professional experiences. 

3 Read-aloud Experience 
The responses and reactions of children to books should influence the way we 

evaluate children's literature. To give you first hand experiences in children's reactions, 
schedule three different opportunities to read-aloud a book(s) of your choice to a child or 
group of children. You may use the class you are observing for a TTE assignment, a 
Head-Start class, a neighbor child, your own child, a library story time, or whatever is 
appropriate. It is preferable that you use the same child or group for each read-aloud 
event. A short description of the child or group and dates you have chosen is due 2/6. A 
description and reflection about the experiences is due 4/23. 

4. Dialogue Journal 
The dialogue journal provides you with a place to dialogue with me and another 

class member about your personal responses to your reading, reflections on you learning 
and thinking, and/or experiences with literature. The journal is not a place to summarize 
or analyze but to think, reflect, question, discuss, and make personal connections. Each 
week, make at least one entry in you dialogue journal. Each week, either I or another 
class member will respond to your journal. Think of the journal as a letter you are writing 
to another person in which you are exploring your personal responses to books you found 
memorable. You can also respond to the textbook readings or an article from the packet. 
In your reflections, you might also write about what you are learning or thinking as well as 
questions and concerns. 

You will hand in these logs most weeks so they need to be in a loose-leaf 
notebook or some other form where you can add entries. One week you will give me your 
journal the next week you will exchange with a classmate. 

Your first entry is due 1/30. Think about children's literature and yourself in 
relation to children's literature. Write your overall goals in taking this course. 
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5. Evaluation 
Self evaluation is an integral part of learning. On 1/30 you will hand in your goals 

for the semester. At mid-term, 3/7, you will be asked to revise those goals, if necessary, 
and write an evaluation of your learning thus far in the semester. At the end of the 
semester, 4/30, you will turn in an overall self-evaluation of your learning throughout the 
course. Your grade will be based on both your and my evaluation of your growth and 
learning, the quality of your work, and your attendance, participation, and preparation for 
class. The course requirement and experiences outlined above are minimum standards for 
the course. Your work must meet and/or exceed these. 

Tentative Daily Schedule 

Announcements and Read-aloud 
Presentation/discussion 

Browsing/groups 
Sharing/reflection 

LRC 480 Children's Literature 
Tentative Schedule 

Date 

1 / 1 1  

1/16 

1/18 

1/23 

1/25 

1/30 

Focus 

Course Introduction 
Memories of Stories 

Value of Children's 
Literature 

Evaluating Children's Lit. 

Responding to Lit. 

Readings Due 

Responding to Lit. 

Visual Literacy 

Text: Chap. 1, 
Chap. 17. 

Information Sheet 
Bring favorite book. 

Text: Chap. 2&3. 
P: "Towards the 21st Century-' 

P: "Exploring 
Meaning Through 
Literature Circles" 
P: "Literature Based 
or Literature?" 

Text: Chap. 4, 
Chap. 13. 

Literacy 
Autobiography 
The Giver 

Journals/goals 
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2/1 Visual Literacy 

2/6 Authors & Illustrators 

2/8 No Class 

2/13 Genre/Literary Elements 

2/15 Literary Elements/ 
Traditional Literature 

P; "The Anatomy of 
a Book" P; Elleman 
all Visual Links articles. 

Journals 
Read-aloud 
experience plan 

Text: Chap 5, 

Text: Chap. 7 Journals 
P: Literary Elements Reading Record 

2/20 Multicultural Issues Text: Chap. 15 Journals 
P: "A Mess of Stories", 
P: "Against Borders." 
P: "Enhancing Reading 
Instruction through 
Cinderella Tales" 

2/22 

2/27 

Censorship 

Theme Study/Text Sets 

Text: Chap. 16 
P: "The Disturbing 
Image. " P: "The Rise 
of Censorship" 
P: "Censorship What to Do" 

P: "Protecting Journals 
Children's Literature" 
P: "Text Sets" 
P: "Avoiding Pitfalls 
of Thematic Units." 

2/29 

3/5 

3/7 

Information Books Text: Chap. 12. 

Author/Illustrator Presentations 

Author/Illustrator Presentations Mid-term evaluation/ 
Reading Record 

3/9-3/17 Spring Break 
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3/19 

3/21 

3/26 

3/28 

4/2 

4/4 

4/9 

4/11 

4/16 

4/18 

Poetry Text; Chap. 14 
Handout 

Poetry 

Fiction 

Biography 

Literature in 
the Classroom. 

Literature in 
the Classroom 

The Literature Program Text:Chap. 22 

Theme Study 

Theme Study 

Theme Study 

Journals 

Text; Chap. 8, 9 & 10 Journals 
Small group books 

Text; Chap. 11 

Text; Chap. 18, 19, Journals 
&20 

Reading Record 
Journals 

Poetry Project 

Journals 

4/23 

4/25 

4/30 

Theme Study 

Theme Study 

Theme Study Presentations 

Read-aloud 
experience reflection 
and description 

Reading Record 
Resource Notebook 
Final self-eval. 

5/9 Final Celebration; Personal Text Set Presentations Course eval. 
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Name: 
Date: 

Author/niustrator Mid-term Project Self-Evaluation LRC 480 

Author or Illustrator 

Answer the following questions as completely as you can. Try to be as reflective as 
possible on your process of investigating the author or illustrator and comprehensively 
presenting him/her to our class. This reflection is due the class after your presentation. 

1 Describe the learning you experienced while investigating this author or illustrator. 
(Include any events that might be considered minor but that you felt important to your 
learning process and /or ones that took much time to accomplish.) Also, mention the 
resources you used to explore your author/illustrator. 

2. Describe how this project has been valuable (or not) for you as a future teacher. What 
new insights into literature, authorship or illustrating, importance of author/illustrator 
studies, use of a particular author's work, etc. did you gain? 

3. Describe the main idea you wanted to convey about your author/illustrator to your 
classmates. 

I will be evaluating your presentation style, your preparation, your display, your handout, 
creativity, and depth of knowledge about the author's works. 
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SELF-EVALUATIONS 

MIDTERM 

FINAL 

COURSE 
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Name 

LRC 480 Children's Literature in the Classroom 
Midterm Self-Evaluation 

Please use a separate paper to respond to the following. Due March 19,1996 

1. Consider your participation and learning the following areas of class: 
a. reading record - number of books read: picture 

chapter 
list the diversity of books read (genres); explain why you have chosen the 
particular format you are using to record your record. Also, tell how you have 
responded to the books you have read. Finally, discuss how you are using or will 
use the record in your future professional life. 

b. journal (including your response to the journal of your classmate); 

c. outside reading of text and packet; 

d. browsing, 

e. participation in small group projects and discussions; 

f your read-aloud experience so far; 

Discuss what you feel are you strengths and weaknesses in terms of class 
participation, the reading and the learning you have experienced. 

2. Look over your goals from the first of the semester. Do they need to be revised, added 
to, or changed? What are your goals for the rest of the semester? These could be goals 
pertaining to the above mentioned areas, both those in which you felt a strength or 
weakness, or they could be personal goals. If you mention personal goals, please 
comment specifically on any ways you see that our class or myself can support these goals, 
both inside and outside of class. (Please attached a copy of your initial goals.) 

3. How many absences do you have so far? Tardies 

4. Comment on the course so far. 

5. What do you think your grade is at mid-term? 

6. Has this class changed you as a reader? Or, are you changing as a reader because of 
the class? Please tell me about it. 
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LRC 480 Children's Literature in the Classroom 
Final Self-Evaluation 

Another paper will be necessary for your responses. Please spend the most time 
considering numbers 2 & 3. Due April 30. 

1. Briefly reflect on and evaluate your participation in class, your learning during the 
semester and your completion of course requirements. You may want to refer to the 
course syllabus and your mid-term self-evaluation. Please be sure to address the 
following: 

a. Reading record. I have read books. poetry, picture 
books, chapter books, information books,. Describe how 
your record will/will not be a resource for your future classroom. 

b. The opportunity to journal with: the instructor; a classmate. 
c. Browsing time in class. 
d. Poetry project. (I am particularly interested in how useful the project will be in 

your future.) 
e. Resource notebook. 
f Your goals for the semester. 
g. Number of absences, tardies. (If you have a number of either, an explanation 

would be helpful.) 
h. Novels discussed in groups. (Consider your preparation and contribution to the 

group.) 

2. Discuss your growth during the semester in terms of 
a. knowledge of children's literature. 
b. understanding of the role of literature in the classroom. 
c. understanding of the significance of literature to the child and his/her learning. 
d. understanding of yourself as a reader. 

3. In what ways has this course influenced or not influenced the ways you 
perceive yourself as 
a. a learner, 
b. a reader, 
c. a teacher? 

As I have reflected on the course requirements and my own learning, I feel my efforts have 
earned the following grade: 
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LRC 480 Children's Literature in the Classroom 
Final Course Evaluation 

Please refer to your syllabus to complete the following. Please use another sheet of paper. 

Please read all of page one in the syllabus, then answer the following: 
1. How well did the course match or not match; the description of the purpose of 

the course; the description about the beliefs about learning; the description of the intent of 
the course? 

2. Please refer to pages 2-5 to answer the following. 
A. What assignments did you find most useful? 
B. What assignments prompted the most learning? 
C. Are there any assignments you would change, or even drop? If 

so, how and what? 
D. Are there any assignments you would add? 
E. Would you make any changes in the required readings'' If so, 

what? 

3. Please reflect on the assigned readings. How were they informative or not 
informative? Were there any that you will reread? 

4. What elements of this course contributed/did not contribute to you enjoyment 
of children's literature? 

5 How have you changed or not changed as a reader during the course? 

6. What were the most significant aspects of the course which contributed to 
changes you may have made as a reader? 

7. Any other comments about the course? 

8. What advise do you have for the instructor about ways to improve the 
course. 

Thank you for your time and thoughtful consideration in evaluating this course. It 
has been my joy to learn with you. 



305 

APPENDIX E 

REVISED SYLLABUS 



306 

REVISED 

Date Focus 

3/28 Biography 

4/2 Fiction 

4/4 Literature in 
the Classroom 

4/9 Literature in 
the Classroom 

4/11 The Literature Program 

4/16 Poetry 

4/18 Reading with Literature 

4/23 Browse/Theme Study 

4/25 Theme Study 

4/30 Theme Study Presentations 

SYLLABUS 

Readings Due 

Text: Chap. 11 

Text: Chap. 8, 9 & 10 Journals 
Small group books 

Text: Chap. 18, 19 &20 

Reading Record 
Journals 

Text:Chap. 22 Poetry Project 

Journals 

Read-aloud 
experience 
reflection and 
description due 

Reading Record 
Resource Notebook 
Final self-eval. 

5/9 Final Celebration: Personal Text Set Presentations Course eval. 
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FINAL QUESTIONNAIRE FOR INTERVIEW 
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Spring 1996 
LRC 480/Children's Literature 

Information Sheet and Questionnaire 

1. Name 

2. Local Address 

3. Local phone 

4. Home town and state 

5. Present class standing 

6 Major field of study 

7. Grade levels you may be interested in teaching 

The following questions are designed to inform me about your present thinking and 
understanding about literacy and literature. Your answers will support my planning for 
this course. As you thoughtfully reflect on these questions, you will also have an 
opportunity to think about your understanding of issues that will be addressed in the 
course. Your answers will be kept on file and confidential. Please take time to reflect on 
these questions and write answers that are as specific as possible. 

1. Describe yourself as an adult reader. What kind of reader are you? 
* Do you read for pleasure or information or both? 
* What do you read that is not required for any classes? When? Where? * Do 

you read routinely? How often? 

2. When was the last time you read a book? What was it? Do you regularly read 
newspapers or magazines? If so what? What other reading materials do you read on a 
regular basis? What do you like to read most? 

3. Who is a good reader you know? 

4. What makes that person a good reader? 

5 What would you like to do better as a reader'' 

6. Do you think you are a good reader? Why? 
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7. Who are some of your favorite authors, for children, for adults? 

8. List the reading materials you have available in your home. 

9. Why do you read? 

10. If you read for pleasure, how do you select what you read? Where do you find the 
materials you read? 

11. Do you share your responses to reading materials when you read? If so, how and 
with whom? 

12. How often do you borrow reading materials for pleasure reading from the public 
library or university library? 

13. Do you have a favorite bookstore? If so, what and why is it a favorite? 

14. Do you have a personal library? If so, please describe your collection. 

15. Do you subscribe to or read any magazines or periodicals regularly? If so, what? 

16. How much and what do you read for your classes? How do you feel about that 
reading? 

17. Are there items that you are assigned to read that you chose not to read? 

18. What else would be helpful for me to know about your reading interests and habits? 
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Final Questionnaire for Interview 

The questions on the previous two pages were used again in the post-interviews 

with eight students. However, instead of repeating the questions, I showed the students 

the initial questions and their answers on the first form they filled out. Then I asked them 

if anything had changed and if so, what and how. The new questions below were added in 

the interview. 

In what ways have you changed as a reader this semester? 

What were the most significant aspects of the LRC 480 course that contributed to those 

changes? 

Was there any time during the class when the required reading became a pleasure instead 

of a chore? 
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LITERACY AUTOBIOGRAPHY 
LRC 480/Children's Literature 

Spring 1996 

Our own personal histories and experiences with literacy influence our feelings and 

attitudes toward literature and reading, which, in turn, influence our teaching and learning. 

Here are some ideas/questions to start you on thinking about your history as a reader. 

Describe yourself as a reader in your childhood and adolescence. What 

did you read? When did you read? How often did you read? Did 

anyone read to you? 

What memories do you have of stories, literature, reading, or literacy'' Were you 

read to as a child? If so, by whom, how often and what? 

Did your family have and pass on favorite stories through the oral 

tradition? If so, what do you remember about those stories? 

How did you learn to read? 

Describe any experiences you may have had with children's or adolescent 

books 

Describe your reading habits and attitudes in the past. 

What were your school experiences with literature? 

What experiences have encouraged/discouraged the enjoyment of reading 

for you'' 

Write about your literacy memories. Your paper needs to be typed and no more than two 
pages. Due 1/23. 
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Marilyn Carpenter 
3901 North Via De Cordoba 
Tucson,  Arizona 85749-  9II6 
(520) 749-5148 
11/13/95 

Dear Student, 

I am begiiming the research for a study that will culminate in my doctoral dissertation. I 
may find opportunities to use quotations fi-om your work in LRC 480. Please read the 
following and consider if you wish or do not wish me to use your work. 

Thank you. 

Marilyn Carpenter 

I, , 
give/do not give (circle one) Marilyn Carpenter my permission to use information supplied 
by me as part of my participation and attendance in the University of Arizona 
undergraduate course, LRC 480; Children's Literature in the Classroom during the Fall 
semester, 1995. I understand that this includes any written material produced during the 
semester, such as my initial information sheets, reading record, read-aloud reflections, 
journal entries, author/illustrator evaluation, mid-term self- evaluation and final self-
evaluation as well as any oral exchanges I may have had with Marilyn. I understand that 
the giving or withholding of my permission will have no influence on my grade for the 
above stated course. By giving my permission, I understand that I relinquish all rights to 
this material for copyright purposes. 

Should Marilyn deem it necessary or useful to use information supplied by me, I 
understand I will be identified by my first name only, unless I have supplied Marilyn with a 
pseudonym in the space provided below. 

Your Chosen pseudonym (optional) Your Signature 
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