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THE MARVEL OF MIRANDA:
One Child's Success as a Reader
Marilyn J. Reed is a Title I teacher in Coloma, Michigan. She
exemplifies what it means to be a master teacher.

iranda came to us in the fall of 1997
as a 7-year-old kindergartner. Her
closely cropped blond hair had sprung
into hundreds of tight curls, and her bright blue
eyes showed uncertainty and apprehension. We
quickly perceived that trust was not something
Miranda gave freely, and we began working to
earn it.
Sensing the caring nature and patience of her
kindergarten teacher, Miranda began to feel
comfortable enough to take the risk of learning
new things and expressing her thoughts and
ideas. Her teacher detected a spark in Miranda
that told us she did not belong in kindergarten,
but in first grade with other 7-year-olds.
The stumbling block to this promotion was
Miranda's background. At that time she was in
a foster home, but she earlier had been in the
custody of her grandmother. Her mother and
father were both in jail on unrelated charges,
and other family members had not yet come forward to claim her. During the three years
Miranda was in the custody of her grandmother,
she had not been provided with a happy, progressive childhood. She had not attended any
type of preschool, been read to, or been enrolled
in kindergarten. In her earliest years, Miranda
had not been properly toilet trained, so wetting
her pants posed a problem for the young girl.
That problem was the grandmother's reason for
not sending her to kindergarten. In an attempt
to resolve the wetting situation, the grandmother
had locked Miranda in a closet for hours at a
time. As a punishment for dirtying her pants one
day while in the closet, the grandmother shaved
Miranda's head and tied her to a tree in the front
yard. It was then that a concerned neighbor
called the police, who rescued Miranda.
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We knew, however, that despite her background Miranda needed and deserved to be in
first grade with her peers. We sensed that given
many language development opportunities and
extra reading instruction, Miranda would be able
to find success in first grade. The promotion was
made. As a Title I reading teacher, I began to
work with Miranda as much of the day as I
could.
I worked with her in her classroom with the
rest of the children. She loved the big books,
songs, and rhymes and thrived on the stimulation. Her blue eyes began to sparkle.
I worked with her in a small group where she
devoured every new book I put in front of her
and grinned ear to ear with pride.
I worked with her alone as she memorized
those letters and sounds and figured out how to
make them into words in no time flat.
I pulled her onto my lap, and we giggled and
snuggled together as I read her the stories she
had been deprived of in her childhood.
Within a marking period, Miranda weaned
herself from my support. Oh, how I missed those
big blue eyes and little giggle, but what gratification I felt when I heard her read to her
classmates.
By Christmas, Miranda had a new home with
a paternal uncle and aunt and two cousins. She
was off to Texas. I knew I would never see her
again, but I felt comfort knowing she would always carry a piece of me with her, and I knew
she would always have a special place in my
heart.
Editor's Note: This story is to be continued
with actual instructional techniques that the
author used to help Miranda.
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EDITOR'S NOTE: The following is an excerpt from the book A View Inside:
Integrating Reading and Writing Strategies. The author of this section, N.
Suzanne Standerford, was a classroom teacher and a reading specialist in an
elementary school for seventeen years before becoming a university-based
teacher educator. At Northern Michigan University she teaches undergraduate
courses in language arts and reading methods, and she is also the director of the
Upper Peninsula Writing Project.

Stepping Ahead: Developing a Learning
Club in Teacher Education
Suzanne Standerford - Associate Professor
Northern Michigan University

Stepping Forward: Creating a Practice-Centered "Club" for Teachers
You learn from the company you keep. You don't learn by consciously
modeling yourself on the company you keep or by deliberately imitating
other people. You become like them (Smith, 1998, p. 9).

Frank Smith's notion of learning to do new things by joining a club in which people
are doing those things guides my work as a university-based teacher educator. Over the past
six years, I have been a member of a special club within which teachers and students of all
ages and levels of experience learn with and from each other. Over time members of the club
have studied and changed their teaching practices. As new members join, they gradually
assume many of the characteristics, beliefs, and abilities of those already in the club. And, of
course, new members have influenced and changed the character of the club itself, as well as
the practices of its members.
Membership in the club is open. Members are professional, motivated teachers who
consistently seek to learn from each other, from their own attempts to improve their practice,
from reading professional books and journals, and from their students. New members are
welcomed, nurtured, and supported as they think carefully about teaching and learn from
both their own practice and that of others.
Our beliefs are based on three critical principles of teaching and learning to teach. I
think of these as the "three R's" of teacher education: responsive teaching, reflection about
practice, and reconstruction of our visions of ourselves as teachers. Responsive teaching
(Avery, 1993) requires that teachers listen to and observe their students carefully and make
teaching decisions which are responsive to each students' learning needs. As teachers reflect
about practice, they think carefully about their teaching before they begin, make decisions
while considering their actions during teaching, and thoughtfully revisit teaching episodes
after the fact. Reconstructing our visions of ourselves happens as we grow to be more
competent and confident as teachers, supported by our colleagues in the club. I invited my
university literacy methods students to join this club by spending time daily with elementary
teachers in their classrooms. As Smith suggests, I see these preservice teachers gradually
become like the company they keep.
In this piece, I will try to take the reader inside the club. As we step into classrooms,
I will show the club in action. As we step out, I will reflect upon the ways in which the club
enables my university students to become responsive, reflective, and reconstructed teachers.
Finally, I will step back to consider how membership in the club enriches my work as a
teacher educator and the learning of my university students.
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Stepping In: Second Grade
As I enter this classroom, I pause to survey the activity in writing workshop, to
adjust to the busy hum of children conferring with each other about their writing. Mrs.
Harrington is holding a conference with a young man whom I know has had some
trouble getting started on drafts this year. An author and an illustrator are organizing,
drawing, and chatting about their soon to be published book. A small group of
"scientists" are lounging on the rug, reading and talking about animal facts they are
finding in the library books they have borrowed.
It takes a minute for me to locate my two university students. I see Anya sitting at
the computer with a second grade girl, and Brent talking with a small group of
students near the window. I move toward Anya and Kaitlin and find that they are
working on publishing Kaitlin's newest book, a story that has the main character, a
strong young girl, searching the world to find her long lost father. I stop by for a
minute, fascinated by Kaitlin's use of major continents such as Europe, Asia, Africa,
and North America in her story.
"How did you decide to use all of these places?" I inquire.
Pointing to a world map on the wall near us, Kaitlin confidently states, "Oh, I just
looked on the map and decided to put all the continents in my story. I thought that Jen
(the main character) might go from one place to the other searching for her father. I
had to figure out a plan so that she didn't have to go back over where she had already
been."
Anya's eyes twinkle as she smiles at me. I suspect we are both a bit surprised by
Kaitlin's mature approach to her writing and the way in which she has used resources
in the classroom as well as problem solving to make her story exciting and to give it a
logical flow. Both Anya and I are learning the ways young children can take their
writing far beyond what we might have expected. We are learning to trust the children
to learn and to provide assistance when they request it, such as help in using the
computer for publishing. The children are teaching us as much as we are teaching
them.
Turning, I move near Brent. He's on the rug with the boys who are reading and
talking about the animal books. As I join them, I listen briefly to the questions Brent
asks.
"Will you each write your own book? ... Will they be non-fiction or stories with
animal characters? ... How are these library books helping you?" Each question is
followed by a lively explanation from the boys.
Brent is learning to talk with these young writers in ways which leave them in
control of their writing projects. He asks questions, listens carefully to their answers,
and asks follow-up questions, always mindful that this is their project. As the
conversation moves along, Brent listens more than he talks, and the boys begin to
formulate a working plan as they articulate for Brent what they would like to do. He
has supported them by helping them organize their ideas for writing. As they proceed,
I suspect he will continue to help this group take the interesting ideas they have and
move them through the writing process to eventual publication.
I survey the room once more, catch Mrs. Harrington's eye, and nod my satisfaction
with my students' participation in the room. As I leave, I smile to myself at the
complexity of this second grade writing workshop and quietly step out the door.
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Stepping Out: Practicing Responsive Teaching
I believe preservice teachers can learn to become responsive teachers only by being
part of an elementary classroom over a sustained period of time. Having time to build
relationships with elementary students is an important part of learning to teach responsively.
My students need to learn to observe and interact with the elementary children in ways,
which lead them to understand the children as people, and as learners. In addition, my
students need time to observe responsive teachers and to reflect upon their observations.
Also, I know I need to model my beliefs about teaching and to show my students how these
beliefs look in practice. When I began teaching elementary literacy methods six years ago,
the course was scheduled to meet in a university classroom. This fell short of the vision I
held. So I decided to move my classes into a school where each student could become an
integral part of one classroom for an entire semester. This way I could help them understand
the behind-the-scenes decisions and challenges of responsive teaching better. I also realized
that my own teaching would improve by being in elementary classrooms on a daily basis with
my students.
Shortly after I arrived at Northern Michigan University, I met Sue Szczepanski, an
outstanding second grade teacher. Sue and I began our professional relationship by having
my university students correspond in writing with her second graders, by taking a field trip
together, and by having our students come together periodically throughout a semester to
read and write together.
At the end of the first year, we decided to forge a stronger partnership which we
thought would benefit all involved, i.e., her students, my students, Sue and me. We
approached her principal about the possibility of my university class becoming field-based
and moving into the school. The second year, the university students and I moved into an
empty classroom across the hallway from Sue's room. My class meets three hours per day,
three days per week, and we decided to have the university students spend the first hour of
each class in the elementary classrooms. We assigned the students to rooms in teams so that
each student would have one or more peers with whom to learn.
As we began our partnership, I also began meeting with many of the teachers from
this building and others in the district to study literacy instruction. This group became the
Marquette team of the Michigan English Language Arts Frameworks ( MELAF) project. We
met monthly to read, discuss, share, and learn together, and the instruction in the
preservice class and the instruction in the elementary classrooms began to align more
closely. We learned about the state literacy standards for K-12 students while searching for
ways to bring the standards alive in classroom instruction. This collaborative learning
became the basis for our club. This crucial element enabled us to create a program for new
teachers that invites them to participate in, understand, and develop instructional practices
which align with the state's expectations for literacy instruction.
As my students participate daily in the elementary classrooms, they engage in a
variety of learning and teaching situations. For instance, many of the classrooms arrange to
have writing workshops during the time my students are there. This provides an opportunity
for my students to learn about conducting a writing workshop, about children's writing and
the challenges of helping children learn to write, about finding mini-lesson topics in their
daily observations, about holding individual conferences with children to help them revise
and edit their work, and about celebrating the published works of classroom authors. During
these writing workshop experiences, the preservice teachers are able to observe the ways in
which teachers keep track of students' daily efforts, assess the writing of the students,
manage children's individual needs and learning styles, and manage behaviors in the group.
{n other classrooms, my students participate with the children in learning centers.
The university students work with small groups of students during choice time and provide
the adult guidance needed for the elementary students to succeed in various learning center
tasks. My students find out how to develop interesting learning centers, monitor a variety of
VOLUME
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situations simultaneously, assess the learning needs of the many children, and manage the
classroom during center time. Occasionally, they create learning centers for the classroom.
My students also develop lessons to teach in the classrooms. One type of lesson is
built around a piece of children's literature and includes questions and response activities for
deepening comprehension. Other lessons require the student to identify and teach a specific
skill or strategy which seems appropriate for the children. For all lessons, the teacher
education students are required to identify an area of the curriculum that they could enrich
and then talk with the teacher and with me about the lesson they plan to teach. After
conferring with each of us, the students develop, teach, and reflect upon their lessons. The
classroom teachers and I give oral responses and suggestions after their teaching. These
lessons provide opportunities for them to try their own ideas in low risk situations with
support and feedback available.
In addition, the students learn about school from teachers' perspectives. They are able
to take part in special programs, assemblies, parties, and field trips, as well as routines such
as getting ready for recess or snack time. If special programs in the classrooms extend
beyond the students' usual hour, they let me know that they will miss part of "our class time"
to stay for the special events. I believe their experiences in the classrooms provide the
foundation from which all other learning in the course will develop.
Many of the teachers also meet with the university students and include them in
planning when the children are out of the room for recess or special classes. This time to talk
with the teachers offers my students a chance to ask questions about their observations and
experiences, thus building stronger understandings from those experiences. It also gives
them a chance to participate in the planning process, developing a vision of the critical role
careful planning plays in teaching.
Basing the university class in an elementary school and providing opportunities for
the preservice teacher candidates to learn under the direction of outstanding teachers and in
close contact with children offers the first invitation for them to join the club of professional
teachers; it enables them to become more like the company they keep. The partnership
between the university and the school has also improved the literacy instruction in the school
and in the teacher education course. The teachers find that having these preservice teachers
in their rooms each day provides additional adults to interact with and guide the children.
The preservice candidates also bring new ideas to share with the teachers. And, the teachers
say that simply having other adults in your classroom everyday does nudge you to do your
best. Because I am continuously learning from the teachers and their students from my daily
observations of them, I am able to improve the teacher education courses I offer. I present
more relevant and interesting lessons for my students. The preservice teachers see the ideas
we are learning in action and realize that their university preparation is indeed valuable for
their future teaching success. They find it rewarding and motivating to be included as valued
and integral members of the classrooms.

Stepping In: First Grade
I move across the hall to visit the first grade room. Entering this classroom, I must
quickly adjust to the different age of the students and the activities taking place. The
teacher and my four students are stationed about the room acting as listeners while
children move from one person to the next rereading a small, paperback short story
from a first grade basal program. The first graders are rereading a text to develop
fluency. As the preservice teachers act as listeners, they are able to see the varied
reading levels and word attack approaches of the children. They are also able to
practice teaching some of the word attack skills we have been learning.
I find a chair, and it takes only a moment for a first grade boy to sit down beside
me and begin to read. As I initial the back of his book, indicating that he read it to me,
another first grader sits down beside me and begins to read her copy. Two other
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children move near us to listen as they await a turn to read to me. As I listen, I realize
that this book is probably at Sara's instructional level as she stumbles over many of
the words. The listening children offer support by providing clues to the meaning of
the words which stump her, not simply telling her the words. I am pleased that they
know it is not helpful to simply call out words when someone is reading aloud. I see
an opportunity to teach all three children a new word attack strategy. I show them
how to cover the unknown word with a thumb, read to the end of the sentence, and
then come back to figure out the word. Sara relaxes as she realizes there is something
she can do to help herself, and she begins to use this technique on her own. The other
two children learn to wait for Sara to think strategically, rather than offering help too
quickly. Sara soon finishes the book. As I put my initials in the back, the two children
who have been listening pat her on the back and comment, "You did real good, Sara."
Sara moves on, and Jon takes the chair. Jon reads so fluently that I simply listen
until he hands the finished book to me for my initials. While I slowly leaf through the
book toward the end page, I ask Jon to tell me what he thinks this story is all about.
"It's about a little girl who loses her dog. She looks all over for the dog, but really
it wasn't lost. She's happy cause the dog crawls out from under the porch." He is right
on target, and I am pleased that in his retelling he uses words from his larger speaking
vocabulary such as really and crawls; he is not limiting himself to the controlled
vocabulary which he is reading in the text. I sign my initials, and he moves off to find
another willing listener.
After about five minutes, Dorothy, one of my students, gets a signal from the
teacher that it is time for the Northern students' lesson to begin. As Dorothy
announces it is time to return to their seats, Sean, Jack, and Linda circulate to help
students follow the directions quickly and quietly. I observe their ability to assume
responsibility for the class, clearly evident teamwork, and attention to the details of
management which make transitions smoother. I find a seat near the back to observe
their lesson, which they have already discussed with the teacher and me.
Sean retrieves a stepladder from the hallway, and Linda rolls in a swivel chair.
The first graders have gotten very quiet as Dorothy and Jack have helped focus those
few still doing something else. A few first grade voices call out, wanting to know why
the NMU students brought these two things to class. Sean has their attention now, and
he begins by showing a nickel and asking whose picture is on the coin. No one is able
to answer the question, so he holds up a book about Thomas Jefferson, and begins to
explain that Jefferson was an American President who is usually studied less than
Washington and Lincoln. He now brings the first graders to the reading rug to begin
the President's Day lesson on Thomas Jefferson.
The "read aloud" portion of the lesson goes quite smoothly and the first graders
contribute eagerly to the discussion which Sean leads. He appears confident, well
prepared, and aware of what he hopes to accomplish with this book. He asks questions
with a thrust, which keep the students predicting and anticipating where the book is
going. He stops to clarify words and ideas that he thinks will be unfamiliar to the
children. During the reading, Linda acts as his assistant, pointing out places
mentioned on the map and holding up other artifacts they have gathered to illustrate
parts of the book. Dorothy and Jack sit on the carpet with the first graders, and I can
see that they have positioned themselves near those children who struggle with
staying on task in whole group settings. I make a note to mention their teamwork and
their ability to avoid behavior problems through careful planning and attention to
individual needs.
1-,inda moves to the front as Sean finishes his discussion and explains that she and
her peers were surprised to learn about Thomas Jefferson's many talents and
inventions. Today they are going to explore his architectural accomplishments. She
turns a nickel over and calls the children's attention to the picture of Jefferson's house
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on the back. She explains a bit about what an architect does and then suggests that the
children will become architects for a few minutes and will design a dream house of
their own. She dismisses the children back to their seats as Sean, Dorothy, and Jack
begin to pass out nickels and paper with room to write and draw. Linda situates
herself at the overhead projector and waits for the class to show her that they are
ready for the next directions.
Until this point, the notes I have made about the lesson are mostly positive, and I
am excited at the success my students seem to be having as they move into the role of
teacher. However, at this point my own learning as a teacher educator takes a leap
forward.
Linda takes a black overhead pen and quickly draws a square for the house, a
triangle for the roof, two square windows, and a rectangular door. A few children are
concerned that there is no chimney, so she adds a rectangular chimney with a puff of
smoke. I realize that Linda has very low expectations for this activity. She is "playing
school" by providing a cute activity rather than thinking of ways to stretch the
children's thinking.
I see this situation as an opportunity to reflect and reconsider my own teaching.
How could I have helped Linda think through her modeling more carefully? It did not
occur to me that when she stated she would model the project for the students, that
she would need help in planning exactly what her modeling should include. I assumed
too much. Linda's model looks like what she expects a first grader to draw, and they
all quickly follow her example. I am saddened at the opportunities lost to expand the
children's ideas.
I make some rapid notes, which I will use to help Linda and her peers reflect upon
the lesson later in the day. I hope to help them revisit this teaching episode and
articulate their own thoughts on what went well in the lesson and why. These parts
will be celebrated. I will also help them consider what did not go as well and why,
leading them to offer suggestions for ways to improve future lessons based on what
they have learned from this experience. I exit the room as the team circulates and
talks with children who are busy writing sentences under their "dream houses."

Stepping Out: Guiding Preservice Teachers Toward Reflective Teaching
The time I spent in the first grade is a good example of the opportunities and
challenges I face in this field-based approach to a literacy methods course. The classroom
teachers and I each try to understand the developing skills and ideas of my students and to
help them plan carefully for their work with the children. Sometimes there are incidents of
outstanding teaching practice to celebrate and share. Other times their attempts at teaching
are less successful for any number of reasons. The students reflect on these incidents and
grow from them; if they are comfortable sharing their less successful lessons and what they
learned, we discuss these with the entire class. The decision to share is always left with the
students, but I set the expectation that sharing teaching stories, both positive and negative, is
the way in which we grow. Most students are comfortable offering their examples for group
reflection and learning.
Linda's lesson is an example of careful planning which went awry due to lack of
attention to detail. Neither the teacher nor I had realized that Linda's concept of modeling
the project would be so far from what was needed. Because I model and we often talk about
having high expectations for students, I assumed Linda would expect the first graders to draw
a variety of types of houses. I expected that she would think aloud as she drew some type of
unusual and interesting house, modeling for the children ways in which they could create
interesting houses. I thought she would have the children brainstorm possibilities and lead
them to individualize their dream houses. Linda did not realize the depth of thought required
to successfully model her project. My challenge is to lead her to a level of reflection which
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helps her see that the children did not experience being architects in the way her plan
suggested and to help her reconsider her teaching goals and how to reach them.
I am humbled at the complexity of good teaching and realize the enormity of what
these novice teachers are trying to learn to do and the job I have assumed as a teacher
educator. I realize anew each day how much good teachers know and do and am awed by the
ways in which they make teaching look so simple. I know that helping my students learn to be
reflective about their own practice is a critical step in bringing them into the club of
outstanding teachers. I take a deep breath as I move to another classroom and another group
of students for whom I will attempt to be a responsive teacher.

Stepping In: Fourth and Fifth Grades
I make a quick visit to the fourth grade today. I find writing workshop in
progress, and it takes me just a minute to locate my two students. I move near enough
to listen to the conferences they are conducting with the fourth grade writers.
Jeff is sitting with a young man named Chad who has bright red hair. Chad is new
to this school and is still struggling to find his niche. I have witnessed him numerous
times trying to figure out how to become one of the group of leaders in the room, the
boys who set the social rules. I ache for his struggles, being new and wanting so
desperately to fit in. His focus on social issues often means that he does little writing
during the workshop and is quite hesitant to share what he does occasionally write.
He is developing an attitude, and I can only hope that Jeff will have a positive
influence on him. Jeff has grown in his ability to work with Chad, by providing him
choices, which help him attempt some writing while still retaining his tough-guy, "I
don't care" attitude. I make a note to ask Jeff more about Chad's progress later. Ann is
sitting with a small group of girls and listening to their stories of friendship and
everyday adventures. It appears that these stories are mostly ready for publication as
the listeners are providing few responses for revision.
I decide to move to the fifth grade room. I find the students have finished their
mini-lesson for the day and are involved in the writing workshop. My two students
appear to be wandering aimlessly today. A complaint my students sometimes have is
that they do not know what to do if no student needs their help on a given day. They
could improve their experiences in the workshops if they became writers themselves
during these times. Even though I encourage them to become writers during those
times, to participate in the workshop and share their writing with the students, they
seldom do so. I make a mental note that in future semesters I must consider ways to
involve my students as writers in a workshop atmosphere.
Helping these preservice teachers reconstruct their visions of themselves is one of
my biggest challenges. Most of my students have had many years of schooling in
which they sat in the students' seats and were seldom required to take charge and
think for themselves. Part of reconstructing themselves as teachers, demands that they
see learning and themselves as learners in new ways. Teachers are first and foremost
learners. But, good teachers are not passive learners, lacking in motivation and
engagement. My hope is that my students will become self-directed, life-long
learners. I want them to see the joy of learning, to identify the many opportunities for
learning which are present in any situation, and to engage enthusiastically in learning.
I believe this vision of what they will do as teachers is necessary for them to model
and invite their students to become such motivated learners. Reconstructing
themselves as teachers comes slowly; the students develop feelings of competence
and 'confidence in themselves over time. With their emerging sense of efficacy, they
begin the shift from student to teacher, and the teachers and I work together to invite
them to try on the role of teacher.
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As I leave the fifth grade room it is time for me to join my students as we return to
our own classroom. During the short break, I will talk with some of the students I
have observed today. After class I will meet with the first grade group to discuss their
lesson. As we gather in our room, the energy each of us feels from our time in the
classrooms is evident. The learning club continues as we bring our experiences in the
elementary classrooms back to share; we will learn from our own and from each
other's experiences.

Stepping Out: Reconstructing Our Views of Learning and of Teaching

"I didn't really like this book," one young
woman stated after completing a first reading of
Sing Down the Moon by Scott 0' Dell. A week later she
changed her response, "Now I understand it better. I
really do like the book.
I think I would use it in
my own classroom."

What brought about this change?
As my university students begin thinking about how to use a children's novel with
upper elementary students, they must learn to engage with good literature in ways which are
new for most of them. Many of these young people remember reading books in elementary,
middle, or high school as a "school-type" task. That is, they were often assigned to read the
text, answer review questions, and take some type of final test to check their comprehension.
There was one right way to interpret a book or story, and the teacher's job was to find out if
the students had come to this meaning.
The Michigan definition states that reading is a dynamic process of constructing
meaning from the reader's existing knowledge, the information suggested by the text, and the
context of the reading situation ( Michigan Department of Education, 1985 ). This definition
recognizes that the readers are actively constructing meaning as they read and that the
meanings they construct are based on more than the written words. My preservice teachers
must come to understand what this means for them as readers and as future teachers of
reading.
To help them develop an understanding of the process of reading, I have them begin
with their own reading. Each semester we read a children's novel together and the university
students take part in tasks and activities similar to the ones they will someday use with their
students. They first complete the tasks as learners; we then consider the tasks from the
teacher's perspective. They see how the tasks strengthen and broaden their own
comprehension of the book. They realize the joy and excitement which reading and sharing
one's ideas brings. As prospective teachers, they reflect upon the tasks and make tentative
decisions about which ones they might choose to use while articulating their reasons for
selecting some and not others.
For example, when my students read the novel Sing Down the Moon they keep a
reading response log. This log is structured to help them consider the book from two different
perspectives so they can see different ways they might one day teach this or any book. First,
they keep personal responses such as questions, comments, and phrases or words they
particularly like or do not understand. These personal responses help them capture the parts
of the text they wish to discuss further with their peers, parts which are personally relevant to
them. They also keep notes which consider the book from a critical or structural perspective
(Tompkins & McGee, 1993 ). These are points about the setting, characters, plot, or theme
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that they believe are important to the novel. They write about how the characters interact
with each other and change over time, and how the setting changes as the tribe walks to a
new home. The critical responses help them understand and consider the story using literary
elements.
After all have read the book and completed their response logs about it, we have a
grand conversation day. Using their logs and copies of the book the students lead discussions
in small literature circles. As the students talk about the book together, they expand each
other's ways of seeing the book. They share parts they found especially interesting or
confusing and debate parts they interpreted differently, thus developing deeper
understandings of the book together.
Next, the students work in small groups or with partners to create a project which
takes ideas from the book and transforms them into art, music, poetry, drama, diagrams, and
such. The fifth graders in our building are also reading and completing projects based on
this book. We come together to share our projects and our learning from the book. As the
university students play board games the fifth graders have developed, they sharpen their
comprehension by answering questions on character development and plot. Later the fifth
graders participate with us in a debate about the wisdom of the main character's decision to
leave the encampment to which the Navajo tribe has been relocated. The university students
find the fifth graders very capable of stating and defending opinions based on the book. The
sharing of ideas and perspectives across ages has been a highlight for us all. We each come
away with new understandings of the text.
Finally, the university students share their answers to questions that required them to
do some research. These questions usually involve words or topics from the Navajo culture, a
culture that is unfamiliar to many of us. Sharing findings based on their research deepens
our understandings of the book, as we begin to better understand the history of the tribe, the
cultural elements, and the power of the story.
The Sing Down the Moon unit engages the university students as learners and as
readers in ways that are quite different from those they experienced in their elementary
schools. Without these experiences, talking about such methods of instruction fails to help
them truly understand the power of the methods. These experiences create a vision for them
of the types of reading instruction they can provide for their students and an understanding
of how these methods develop strategic and motivated readers. Connecting our novel study to
the fifth grade class illustrates the ways these approaches can work with youngsters. The
novel study provides numerous opportunities for the university students to reconstruct their
views of learning and teaching.

Stepping Back: Transforming Teaching and Learning through the Club
As a member of this learning club, I continue to learn and refine my teaching in
collaboration with my teacher colleagues and my students. Likewise, I help my colleagues
and my students consider their teaching practice and use it as a means for learning and
growing. In the club, we learn to be more responsive in our teaching. We use our stories of
teaching as opportunities for reflection and growth. We reconstruct our views of ourselves as
learners and as teachers. We become more like each other professionally and at the same
time nudge each other to become better teachers.
Within the club, I am supported in my struggle to find answers for the questions about
teaching whose answers elude me. I bring my teaching challenges to the club; the inservice
and preservice teachers help me reflect on my goals and how to better reach them. They
encourage me to practice responsive teaching and guide me when my responses miss the
mark. They support me as I reconstruct my visions of myself as a teacher, while I strive to
model the kinds of teaching I want them to learn to do. The club enables me to continue
learning, and I help others in the club continue learning.
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As a member of this club, I also encounter hurdles. I find the challenge of bringing
two bureaucracies together, i.e., a school district and a university, is full of frustrations.
Many policies of both institutions make this work difficult. I have little control over
schedules, and many semesters I find that the schedules the school must follow do not fit well
with the schedule I must follow. I find that colleagues in the university often do not
understand nor value the time I devote to this work. I find that time is always too short. I
need more time with my students, although I already have more time with them than most
university courses provide. I need more time to think with the teachers, although I already
have more sharing time with teachers than most teacher educators are afforded. The
challenges are myriad.
The rewards in my work are just as numerous. Each day I see the enthusiasm and
excitement of my students as they take small steps into the role of teacher. I hear their stories
of incidents in the classrooms, some humorous, some sad. I watch as they apply ideas they
are learning in the club and share in their joy as they succeed. I listen as they struggle with
questions too big for simple answers. I love my work.
Yet, preparing new teachers often seems daunting. How do we best help novice
teachers be deeply reflective about their teaching experiences? How do we best create
dispositions toward reflection, inquiry, and collaboration? How do we overcome the push to
transmit information, the way most of these students have been taught, and help them learn to
be responsive to students' needs, to guide learners in constructing their own ideas? What
types of experiences will enable them to reconstruct the way in which they see themselves, to
move from passively waiting to taking charge of their own learning? I continue to search for
answers to these and other questions, for ways to improve the work I do as a teacher
educator.
As former students move into student teaching and classrooms of their own, many
write or call to tell me about ways they are applying ideas developed during our time
together. Others contact me to talk over challenges they face in their new roles. They refer to
their experiences in our learning club in positive ways. I save these notes for further study
and reflection, to improve the learning opportunities for future students. I know that those
who contact me long after our time together ends have indeed joined the club and will create
such clubs in their new locations. They have become eager, motivated learners who also
happen to be teachers. They have become like the dedicated teachers with whom I share this
work. What a thrill to be a member of this club!
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